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Foreword

THE ANNUAL CONVENTION of the International Reading Association
has grown to the extent that it is no longer economically feasible to
publish all the papers presented. Therefore, five volumes on specific
topics were planned as an outcome of the Kansas City Convention.
Papers not published in these volumes were made available to the
editors of the Association's journals for possible publication and to
ERIC /CRIER for input into the ERIC system.

The papers selected by J. Allen Figurel to be included in this
volume focus upon the problems of teaching reading to the disad-
vantaged. The scope of these problems is reflected in the volume's
very organization. The learner's background in language and ex-
perience, the teacher's goals and measures of potential and achieve-
ment, the school's adjustment of program and instruction are all
factors that effect successful learning for disadvantaged students and
are all represented in the selected papers. Furthermore, the selected
papers reveal that the disadvantagd are not restricted to urban or
rural areas nor are they restricted to any age group. A thoughtful
reading of this volume reveals why many observers suggest that the
problems dealt with are among the most severe facing America's
schools.

A special word of thanks is appropriate to J. Allen Figurel, not
only for his service as editor but also for his contributions in helping
us to better understand the problems faced by the disadvantaged in
learning to read.

LEO FAY, President
International Reading Association

1968-1969
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GENERAL CONSIDERATIONS

Are the Reading Goals for to isadvantaged

Attainable?
j. ALLEN FIGUREL

Indiana University Northwest

THE ULTIMATE reading goal for the disadvantaged reader is no dif-
ferent from that of other boys and girls. In his address, entitled
"Target for the 70's: The Right to Read," to State Boards of Educa-
tion, Commissioner Allen of USOE stated it so succinctly: competency
in reading for every student. The short-term and day-by-day reading
goals for disadvantaged boys and girls will have to be somewhat dif-
ferent if the ultimate goal is to be reached by the time they leave
school. The approaches, practices, techniques, and sequential learn-
ing tasks have to be adjusted to the particular needs of disadvantaged
students. The extent to which these adjustments are made will de-
termine the degree of success that will be achieved in developing
competent readers.

With the advent of the Great Cities Projects in the early 1960's
and with the enactment of the Elementary and Secondary Education
Act in 1965, thousands of programs and projects have been insti-
tuted to improve the education of the poor and disadvantaged.
These have run the gamut from prekindergarten through high
school grades. Billions of dollars have been poured into these pro-
grams. Needless to say, many programs have been concerned with
the improvement of reading. Yet the results, with a few possible
exceptions such as Head Start (funded by oEo), have been definitely
disappointing.

Reading Retardation Is Greater in Large Cities

Large cities, with higher concentrations of disadvantaged boys
and girls in ghetto and marginal areas, have a high degree of read-

1
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ing retardation in their schools and consequently receive much
criticism about reading test results. To help disadvantaged children
do better in reading, Detroit schools developed a series of readers
which depict black, oriental, and white children. The new readers
were developed for the primary grades. The content style of the
readers is very similar to that found in basal readers, although efforts
were made to include plot in some of the stories to arouse more
interest in reading. Reports of some teachers indicate that Detroit
readers are very popular with all children. The influence that they
may have on reading achievement in upper grades and high school
has yet to be ascertained. One thing is certain, children of Detroit,
like those in all large cities, still read quite below their capacity
levels. Recently the superintendent of Chicago schools revealed that
he was displeased with the reading and IQ scores reported for all
Chicago children. He said that whereas beginning children are at
national norms, other students lose from 13 to 26 points by the time
they are in the twelfth grade. He stated further that the results of
the citywide testing are worse today than they were three years ago.
Criticisms of reading in New York City and Los Angeles schools
have been widely reported in the news media and do not need fur-
ther explanation here. Test scores for disadvantaged children in all
large city schools indicate there is "progressive retardation" taking
place. The longer a child remains in school the less progress he
makes in relation to his capacity for learning to read. In the first
grade, he may be retarded six months. By the time he is in the sixth
grade, the retardation may be one, two, or even three years. In high
3chool, the retardation may increase to four or more years. Of course,
the degree of retardation varies from student to student and ir based
on both intrinsic and extrinsic causes. How can this retardation be
stopped? Research has been of little help, for most studies have dealt
with assaying and listing deficits and limitations of the language of
the disadvantaged. Very few studies have dealt with learning meth-
odology. And this is what teachers of the disadvantaged need and
want. Answers must be found quickly, for sociologists say that by
1975 two out of three children in schools can be classified as dis-
advantaged. What a challenge for American schools!
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The Teacher's Role

The teacher is the focal point in any school activity. Her atti-
tude and feelings are reflected in everything she does when children
are around. Disadvantaged children sense this very quickly, espe-
cially if they think they are being personally rejected. Their efforts
at learning tasks are in proportion to their feelings toward the
teacher. They like teachers that show an empathetic attitude toward
them and they will work very hard in trying to 'please a teacher that
has this attitude. On the other hand, they will do their darndest to
upset a teacher who they think rejects them, and in this they can be
very rebellious. Effective reading teachers bring out the best in their
students and this can only be done if there is positive interaction
taking place between her and her students. This helps to set a pos-
itive atmosphere for learning in the classroom. The schoolroom
climate enables the teacher to plan her work without interruptions.
In planning reading lessons for disadvantaged children, teachers
should keep in mind the unique needs of each child. Lessons should
be organized around these needs. Disadvantaged children like short
lessons. Their span of attention may be short. They are immediately
interested in seeing how successful they have been. This idea en-
compasses the closure technique that psychologists talk about in re-
lation to motivation. Disadvantaged children like concrete concepts
better than the abstract. Reading material should reflect these con-
cepts. Background information may be lacking in some children.
When such information is required before an answer can be given,
the teacher should furnish it. If a child asks for some aid, he should
not be sent to some reference book to find it, but ratner the teacher
should give the assistance asked for. Above all, teachers should be
approachable at all times.

What possible causes could there be that keep teachers from
functioning effectively in inner-city schools? One can only surmise
some of the causes since research studies in this area have often
shown contradictory or confusing causations. Is it that teachers of
ghetto schools are less prepared and have had less experience? There
might be some truth to this allegation when one realizes that candi-
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dates for positions in many large city schools take examinations for
employment eligibility. The ratings on these tests determine their
place on eligibility lists. The teachers with the highest rank on place-
ment lists have first choices in selecting schools in which to teach,
and to no one's surprise, they select white schools located in what is
termed outer city. In most cities the demand for teachers is often
greater than the supply. Usually, many vacancies still exist after all
who passed the test are placed. To fill the leftover vacancies, substi-
tute teachers are placed in regular positions, which for the most part
are found in inner-city schools. As the result children who need the
best teachers often find themselves with the least prepared and often
uncertified teachers. And the heavy turnover in substitute positions
seems to cause the situation to deteriorate further. Efforts to over-
come such practices are being made in some cities but seniority and
other uncontrollable factors have limited the movement of good
teachers to disadvantaged schools. The use of paraprofessionals and
modern materials has brought some relief to such schools, but these
efforts so far have done little to improve the learning climate.

Even the good teachers who are found in disadvantaged schools
sometimes seem to get poor results in teaching reading. A large
number of middle class teachers who teach in ghetto schools spend
too much time in trying to make over disadvantvged children into
children with middle class mores. They feel strongly that the poor
children have been denied so many middle-class niceties that it is
their duty to bring to them the things which, in their opinion, will
bring about the change. The time spent on such enrichment could
very well be added to reading activities.

Language Capacity, Language Acquisition, and Reading

The language of disadvantaged children has been evaluated ex-
tensively in terms of its cultural and social variations rather than in
its native or biological aspects. Statistically significant differences on
the language development of disadvantaged, as compared with that
of middle-class children, have been reported generally. In these
studies language development is taken as a demonstration that it is
contingent on specific language training. And this is partly true, but
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it is equally important, if not more so, to make a distinction between
what children do in language acquisition and what they are capable
of doing. The capacity for language development is the factor which
is usually forgotten or not known by teachers. It is the basic factor
that should he considered rather than keeping in mind the deficits
which environment has brought about. The biological aspects of
language are more basic than the sociological. In a carefully cou=
ducted research study on language, Lenneberg,* a neurobiologist,
listed some basic concepts about language which should be consid-
ered by every reading teacher of the disadvantaged. These concepts
may well serve to change the teacher's attitude on language and may
serve to give her a beginning positive attitude toward the disadvan-
taged child's language acquisition, which is a basis for learning to
read. According to Lenneberg. language has six characteristics: 1) it
is a form of behavior in all cultures of the world, 2) in all cultures its
onset is age correlated, 3) there is only one acquisition strategyit is
the same for all babies in the world, 4) it is based intrinsically upon
the same formal operating characteristics whatever its outward form,
5) throughout man's recorded history these operating characteristics
have been constant, and 6) it is a form of behavior that may be im-
paired specifically by circumscribed brain lesions which may leave
other mental or motor skills relatively unaffected. He further stated
that children begin to speak no sooner and no later than when they
reach a given stage of physical maturation. Language development
correlates more closely with motor coordination than with chrono.
logical age. It is interesting to note that on almost all counts lan-
guage begins when such maturation indices have attained at least
65 percent of their mature values, and inversely language acquisition
becomes more difficult when the physical maturation of the brain
is complete. These observations will be of positive value especially
to kindergarten and primary school teachers who can include in
their activities coordination exercises. And in assessing the degree of
development of the capacity for language all teachers should use a
few broad and developmental stages rather than to make an inven-

Eric H. Lennebe "On Explaining Language," Science 164 (May 1969),
635-644.
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tory of vocabulary, syntax, and the like. We learn from Lenneberg's
study that disadvantaged children have capacity for language equalto that of children from middle-class homes. Let teachers begin with
capacity rather than with acquisition of language analyses.

There is a difference between language capacity and language
acquisition. One acquires the language he hears in relation to hiscapacity for language learning. Are disadvantaged children able to
acquire language with the same rapidity as other children? One needs
only to listen to a group of disadvantaged youngsters at play to learnthat they are very talkative and learn language from each other veryrapidly. In many classrooms, the teacher's greatest difficulty is to keepher pupils quietly at work. Disadvantaged children seem to want tobabble all the time and find it harder to keep quiet than children
who come from middle-class homes.

The language of disadvantaged children reflects all the deficits
and limitations of environment. In most cases language patterns have
been imported from the South and the patterns-reflect the dialect ofthe South. It is a dialect of the English language and is not to betermed bad English as some teachers are prone to do. The dialect ofthe disadvantaged, in addition to differences in tonal effect, consistsin the use of short and to the point -sentences; verb irregularities;
omissions, particularly at the end of sentences; repetitious vocab-
ulary, and certain other irregularities. Nevertheless, it is English and
can be understood by people who speak other dialects.

If a disadvantaged child has innate capacity for language and hasshown that he can acquire language very rapidly, why is it so dif-ficult for him to learn to read since reading is a facet of language?
One would suspect that reading requires the knowledge of standardEnglish patterns, which are not very well known by the disadvan-
taged. Ways must be found to have the disadvantaged acquire stan-dard English patterns at an optimum time of language development.Two, three, and four year olds are now going to nursery schools for
this purpose. But there are thousands of children who are already inschool and ways must be found to help them soon for they, too, havea "Right to Read," Everyone is concerned about reading now:teachers, parents, employers, and the general public can't understand
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why schools turn out such poor readers. We have such beautiful
buildings, educated- teachers, and a wealth of materials including
technological aids and hisome'instanceS, paraprofessionals,

When a disadvantaged child enters school he is all excited about
the wonders that are contained in . those large and beautiful build.
ins. Even -an old building looks wonderful to him when he corn-
parek it with his tenement apartment. Upon entering the classroom
hc'finds that he is .in a different world. fie can't seem to understand
the teacher -because she talks too fast. The teacher's language sounds
alien And the-child can't understand her. Incidentally, to most people
who do not understand a foreign language, the speaker seems to
speak very rapidly when in reality to one who understands the lan.
guage the speed is very natural. The same impression is made on a
disadvantaged- child who first hears the standard English of the
teacher. He finds it hard to communicate with-- the teacher. At first
he may try to make sense of what the teacher is saying.,He soon dis.
covers that his answers: are wrong and are not acceptable. He dis-
covers .very soon that it is much easier in say nothing and not be
bothered by the teacher. A sense of frustration-sets in and he soon
begins to believe- that he is- not very bright; Thus begins the long
line of failures and -destrUCtion of his, self - image.- he gets into
a reading situation, he .finds- that it, too; is He- tries hard to
memorize words or letters, but since. they mean very little to him he
soon forgets them. The teacher may tell the words or sounds to him
over and over again, but he still finds it hard to memorize them. As
years roll by, he may learn to read- a little, but he failS many time
and he is always in the lowest group. he -reaches the end of
the compulsory school age anctquits school to become another drop-
out and .possibly a street bum. How different this boy could have
been had teachers understood hiS needs from the start.

Some Promising Practices

Some experiments have been conducted in certain schools to
try to overcome some of the deficits and limitations that disadvan-
taged children have in learning to read. Some of these look promis.
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ing. Consensus, however, has not been reached on ways to teach
reading to the disadvantaged effectively. Ingenious teachers will find
many ways of making disadvantaged children competent readers.

Linguists have been saying for a number of years that children
should begin reading the language patterns they understand and
use. The language experience approach lends itself to this recom-
mendation very well, Language experience charts can be prepared
by the teacher from children's own experiences or stories and used
for reading. With the help of paraprofessionals, individual stories
can be dictated by the children, written on personal sheets and then
used as reading materials. If the teacher is effective, she soon begins
to make slight corrections when she does the manuscript work. Since
the concepts will not be new, the children will find the reading
material easy to read in spite of the changes. The procedure has
endless possibilities. It permits the teacher to change the language
patterns gradually until the child finds himself reading standard
English without realizing the transition which has taken place. The
difficult part of the procedure is to get the teacher to accept a pattern
which in her own estimation is not good English. By making the
first reading easy the teacher is building the child's self-image and
giving him a feeling of being a successful reader. In fact, a child can
even feel that he is an author by compiling all of his experience
stories into a booklet with an appropriate cover and cover design.

Another practice which seems to have some promise is to delay
formal reading until the child develops language sophistication in
standard English. In this procedure the child spends most of his time
in the early primary grades in oral English. Repeated practice ses-
sions are held throughout the day. Objects are iritroduced. Children,
for example, may pass a cup to each other saying, "This is a cup."
The constant repetition eventually catches on and when it does a
new object is introduced. More difficult language patterns are in-
troduced as progress is made. Attention to informal speaking habits
are noted and corrected later on. Language 'labs, tape recorders,
record players, the Language Master, and others can contribute much
to this procedure. Where this practice has been tried, it has been
criticized by the parents who want their children to read when they
enter school. Teachers are reminded that they are not trying to
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change a child's permanent dialect but rather that they are teaching
a language pattern needed in school. now and-in his place of employ-
ment later on.

Some teachers -still believe strongly that all children, the ad-
vantaged and the disadvantaged, should start with the basal reading
program and continue with it from year to year so that the sequential
reading skills may be learned in an orderly manner. Laboriously they
work with the children from the reading readiness books, through
the preprimers, the primers, first readers, and on through the sixth
readers. Since the three -group plan of organization is standard in
such practice, disadvantaged -children invariably- find themselves in
the lowest reading groups. In first grade they are almost always found
in the reading readiness group. Since progress in reading under this
plan is slow for. the disadvantaged all through the primary grades

.

they always find themselves in the lowest reading groups. The slow
groups may take one or two years longer to complete the designated
readers. As children in these groups grow older they find themselves
forced to read stories intended for younger children and thus become
less and less interested in reading. If grouping is continued into the
upper grades the problem becomes even more acute. Imagine a fifth
grader. becoming interested in material. found in a second reader.
The three-group plan in integrated schools causes another severe
problem for disadvantaged children. Many of the retarded children
in reading are black. Very often the slowest group is made up of all
black children since they are the ones that have__ made the least
progress in reading. This situation segregation. The resulting
groups of children learn little from one another since they all have
language deficits' and limitations.- Imagine the frustration of black
children who find themselves in groupings -which are segregated.
Schools should. guard against creating -segregation. through ability
grouping which casts black children into slow. groups. .

If the leather. must use. the grouping plan, she should organize
her work-so that the slow groups get more reading periods, perhaps
two or even three times a day. The purpose of the added periods is
to help the slow readers catch up with others who need less time for
reading.. Some teachers will .respond by asking how they can teach
the science and the social studies if they spend so much time on read.
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DISADVANTAGED ATTAINABLE?
ing. To such teachers one can say that the function of the elementaryschool is to teach the learning skills and of all the skills, reading isthe most important. If a child has been taught to read effectively hewill have plenty of time to catch up on the facts in junior and seniorhigh school. But pity the boy or girl who goes to high school withdeficient reading skills.

Space does not permit a discussion of how to adjust the inter-mediate reading goals with practices in teaching through the use ofcontemporary mediums and methods such as i.t.a., Unifon, 'OpenCourt, Phonetic Keys to Reading, the Phonovisual, Words in Color,the DIES, and the Rebus. If a teacher is thoroughly sold on a method,she should study its basic principles to see if they can meet thespecific learning needs of disadvantaged children. If a teacher findsthat something in the method does not work well with these childrenshe should discard it or find ways of adjusting it so that it will. Attimes a combination of the best of two methods may be the answer.

Summary
It can be said that although the ultimate reading goal for thedisadvantaged is no different from that of other children, the short.term goal needed to achieve the ultimate goal may be quite different,particularly in terms of approaches and methodology. The disadvan-taged have equal capacity for language development. They also haveequal ability in the acquisition of language. What language patternsthey have acquired have certain deficits and limitations in relationto standard English. They have shown that they can overcome thesedeficits in doing their school work. They need enlightened andempathetic teachers to aid them to acquire new language patternsneeded for success and competency in reading. Can we do this for allchildren in the 1970's? The challenge has been given to us.



Language Variation and Literacy
ROGER W. SHUT

Center for Applied Linguistics

ALTHOUGH variety in language has long been valued in the area of
written composition, among teachers there has been considerablereluctance to accept variation in the oral production of English. Itis paradoxical that students are urged to vary the vocabulary andgrammatical patterns of their essays while, at the same time, they
are downgraded when their pronunciation and grammar vary from
the accepted norm of the classroom or of the individual teacher. Tobe sure, this is an oversimplification of the contrast, for it is not that
teachers dislike oral language variety as much as it is that they seemto dislike the particular variety being used. Oral language has
tremendously wider use than written language and is subject to
many more small group norms. The relatively permanent nature of
written language can be more easily scrutinized and subjected to
standardization on a national basis. As a consequence, the accepted
codes of grammar have been well established in written com-position, and attempts at improving writing skills assume this code
and focus on the principle of variety in lexicon and syntax. That is,
it is considered bad to use the same sentence patterns over and over
again, and it is bad to reuse the same noun or verb within a specified
number of words or phrases. The principle of language variety, then,
is highly valued within the confines of these specifications. And this
situation would seem to, end the matter.

But just how different are these specifications for the value of
variety in written language from the value of variety in oral lan-
guage? Written language values stem from the derived norms of a
well-defined and highly visible societythe writing public. The oral
language values stem from the derived norms of an as yet rather ill-
defined society which is highly visible and very important to the
speaker, but not so highly visible or important to a person who is not
a member of that subgroup. Both writing and oral language norms,
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as well as concepts of variation, grow out of the values of a social
gioup and are modificd by the nature of the medium. In principle
the norms are quite similar although in fact they contrast consider-
ably because of differences in group makeup and the medium of
reception.

The first need in any formal attempt to place values on lane
guage variation is to identify the group which is being evaluated
precisely enough so as to compare it to a presumably contrasting
group. Such gaups may be based on memberships as large as male-
female differences or as small as friendship circles; groups may be
difficult to define, as are social status groups, or easy to define, as is
age. They may also show contrast based on geography, race, or con-
textual style. All of these subgroups of society pose problems of
identification and interrelationship. But such is the task of the field
of sociolinguistics when it attempts to analyze language in relation-
ship to society. Whereas many linguists focus on the generally ac-
cepted language norms of a whole society, sociolinguists are con-
cerned with the language variation which' sets off the small groups
of a whole society.

Just as linguists assume that the language used by a group of
people is adequate for meeting the needs of its users, so sociolinguists
assume that the variety of language used by a given community is
equally adequate for its users. The social acceptability of a language
or a variety of that language is not relevant to its adequacy for com-
munication. Thus the social values of written language are. defined
in one way while the social values of oral language may be defined
quite differently. Likewise, the social values of the language of
people from different age, sex, social, geographical, and racial groups
may be quite different. If each subgroup heard only the speech of
its own group, there would be no such thing as language variety.
For our purpose here, this generalization overlooks variation at the

individual level) Language variety exists when a member of one
group uses a linguistic feature which is not shared by another group
or which is not shared with the same general frequency.

The systematic study of language variety of American English
has been carried on for several decades now. We currently know
quite a bit about geographical variation and historical change in our
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language, thanks to the efforts of linguistic geographers_ In the past
few years we have also begun to learn something about social
ferences in language. Sociolinguists have faced considerable pressures
from many sources and have studied language variety based on race

at a time when it is never clear what the establishment position
may be or even who constitutes the establishment. We now talk
about black English as one of the legitimate varieties of English,
and we are concerned with the speakers of this variety as they come
into contact with other varieties of oral language, as well as with
written language.

To this point, a somewhat laborious case for the legitimacy of
variation in language has been made. I have stated that variety can
be a desired commodity in composition, and I have implied that
variety in oral language has not been viewed with favor, among
educators at least. I have observed, furthermore, that varieties of
language may be viewed in relation to the subgroups of our society.
Whether variety sterns from the functions of language (as in the case
of varied sentence patterns) or from the forms of language (the usual
identifiers of social dialects), distinguishing features can be seen as
systematic, adequate for the communication needs of its users, and
appropriate in its own setting. Language variation poses no problems
until it comes in contact with listeners, writers, and speakers who use
a different variety or who react negatively toward it.

This question of the adequacy and appropriateness of a given
variety of language can be viewed in terms of deficit versus differ-
ence. Many educators have viewed language variation in terms of
deviation from middle class language norms. Linguists view language
variation as an adequate system in itself, not deviant from anything
else and not necessarily superior.

It is difficult to see how a teacher who views a pupil's speech
as deficient can appreciate or respect the child who uses a nonstan-
dard system or how such a child can have a positive self-concept after
being told that his speech is deficient. Recent research by socio-
linguists clearly indicates that the be in the Black English sentence,
The boy be happy, is not a deviation from the standard English The
boy is happy but, instead, it shows some sort of intermittent action
(4, 11). Thus, this and other aspects of the Black English system can
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be said to be d erent from the standard English system. It is dif-ficult to see how the differences can be considered deficient.
Perhaps of more importance, however, is the reaction of a childwhen he is told that the language he speaks, the language of his

parents and friends, is deficient_ His response cannot be much dif-
ferent from his reaction to being called disadvantaged. There ayealready enough ways for students to be alienated and intimidatedby the school system without our needing to insult his language.

Having identified some of the characteristics of language variety,
having shown that certain kinds of language variation are considered
artistic, and having declared that language systems have their ownsystematic patterns which are not deviant from one another butwhich are different, let us focus on the relationship of language
variation to literacy from the viewpoint of. the child, the teacher, andthe teacher trainer.

How does a child's language variation affect him as he ap-
proaches literacy? For several years now, educators have been asking
the following questions. Are children whose oral language does notmatch the written language of the early reading texts more hand-
icapped in their learning to read than children whose oral language
more nearly matches this written material? If so, what strategy
should be followed? Should we try to make the child's oral language
more nearly match the written = materials before we introduce himto reading? If so, how long will this task take and will this timejustify delaying his learning the most crucial skill he will ever learnin his academic life? If we take the other alternative and teach himto read without altering his oral language patterns, what will thewritten texts be like? And what effect might this. approach (2) haveon his oral language?

It is logical to assume that learning to read, like learning any-thing else, proceeds along regular lines-of some sort and that learners
move gradually from what they do not know, and what they cannotpredict to what we want them to know and what we want them to
predict. Knowing something implies that one can make predictions
of what is coming next, Knowing how to read implies that thereader can predict some kind of meaning on the basis of the printedMatter before him. Predictability, then, is crucial in learning and is
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especially to be desired in beginning reading. If predictability is so
desired, it is logical to suggest that a child who has an oral language
of considerable extcnt, but rho has no reading ability, can be best
guided in his early reading by predictable written languagethat
is, by written language which at least comes close to matching his oral
language patterns.

There is nothing essentially new about this principle and, to a
certain extent, beginning reading texts have made' some strides to-
ward divesting themselves of "See Spot run" syntax. Unfortunately,
however, they have all too often replaced it with syntax which is
little better. We can find sentences like the following in current
reading texts:

1. A pin is in the thin tan mat and the cat is thin and the pig is
fat.

2. Over the fence went the ball.
3. I had a hat, I did.
4. Round is a kitten.

The predictability which the child needs to help him read these
sentences is strained, to say the least. For 'various reasons, the text-
book writers have missed the child's oral language almost as much
as they did with the Dick and Jane prose of the past. One charac-
teristic of the effect which the child's oral language has on his
future literacy, then, is to serve as a guide on what to expect the
printed page to say. If the printed page does not reasonably match
this expectation, he may be deterred or at least slowed down in this
quest for literacy. This mismatch of the written page with the child's
oral language may stem from any number of sources, including:

2.
The writer's misconception of the child's oral language.
The writer's attempt to include a maximum amount of
linguistic patterns in a given sentence.
The intrusion of metaphorical (by definition, unpredictable)
language.

Thus a child's oral language variation can affect his potential
literacy by not matching (or coming close to) the language of the
printed page at a time when such proximity is most conducive to his
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acquiring literacy, a time when he most needs predictability to helpin his acquisition. The beginning reading materials can affect a
child's potential literacy by not matching or coming close to) the
oral language of the child at a time when such proximity is most
conducive to his acquiring literacy.

In addition to the mismatch of oral language and beginning
reading materials, we can observe the effect of a child's language
variation on the attitudes of both the child and the teacher.

Historically, educators have conceived of the variations in
English along a single value scale. The concept of relative appro-
priateness is new, generally thought of as a product of the advent of
linguists and generally misunderstood to mean that all the standards
are gone. The recent development of notions of a pluralistic society
have rekindled the idea that there is no need to feel guilty about
one's own particular kind of language variation. Undoubtedly, ac-
ceptance of this idea will be a long time in coming to the classroom,
but some very useful attitudinal benefits for the language arts and
reading occur. If students can feel free to use.the language that they
have for education, they can be relieved of some of the problems of
the current situation.. The supposed nonverbal child may be silent
primarily as a defense mechanism. To use the only language he
knows is to risk criticism or, at least, correction. School is a game
in which one is supposed to be right as often as possible and wrong
as seldom as possible. If opening one's mouth leads to being wrong,
then there are two solutions: either one learns to do what is right
or one keeps one's mouth shut. If children could acquire knowledge
without risking their stakes in the game, we would accomplish' what
we are supposed to be accomplishing in every aspect but onethat
of teaching standard oral English. However important it may be for
our students to learn standard English, it is not so important that it
be learned all at one time or that the learning of it endanger the
entire educational process by causing children to retreat into silence
in order to keep from being wrong.

The bilingual education act came into being to alleviate a
similar situation among speakers of Spanish and French in the
United States. Many educators felt that the beginning stages of the
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education process were too important to be lost or slowed down by
the obstacle of the language of the classroom. To be sure, non-
standard variations from the middle-class norms are not exactly the
same thing as foreign variations from English, but the effects are
quite similar. If we can put aside our well-meaning efforts to teach
everything at once; accept the child's entry language as a system in
which beginning education can take place; and plot out a deliberate
strategy for teaching him standard English over a period of timea
strategy which will not interfere with his acquisition of reading,
science, mathematics, and other subjectswe will be doing a great
service to the child and we will be fulfilling our deeper obligation
as teachers.

For the child this goal means that we should not derogate the
language tool that he has to start with. Rather than destroy his con-
fidence in communicating with us, we must build it up. Whatever
our finely tuned language sensitivities may be, without this com-
munication we have no way of teaching him. In terms of practical
instruction, teachers must learn to defer their desire to correct
every nonstandard form in the speech of their students. They will
learn not to wince. They will learn to evaluate the various non-
standard forms in terms of their social diagnosticity. [Some features
of nonstandard English are more crucial than others (1 3) .]

Perhaps a more practical suggestion would be to consider prob-
lems of teacher training. We have suggested that materials he de-
veloped to better account for the child's language upon entry to the
school, and we have urged teachers to reexamine their innate desire
to correct everything at once and to react negatively to nonstandard
language. But these are just tag-ons to an existing situation; educa-
tional change has been characterized by such tag-ons for the past
century. The advents of vocational education, special education, and,
more recently, compensatory education, have been characterized as
mere tag-ons to a nineteenth century educational model (3). What is
needed in the field of elementary language arts and reading is not
just another tag-on but a rather extensive overhaul. Such an overhaul
will probably not be accomplished merely by urging teachers to
adjust their attitudes toward the oral language of black children,
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however desirable this approach may be. Attitude change seldom
comes about by mere wishing it or even by mouthing it, nor is it
usually accomplished in a short period of time.

Any serious attempt to prepare teachers to deal with language
variation in relationship to literacy wka also have tO deal with some
rather extensive consequences. The following suggestions are based
on the belief that the more traditional programs in teacher training
have spent far too much time on administrative matters, teaching
technique, and evaluation, at the expense of subject matter content.This is not a new criticism, but I have seen no recent evidence that
the field of education has made any significant strides toward doinganything about it. In fact, at a recent conference on educating the
disadvantaged, fully 95 percent of the time was spent on matters offunding such programs, administering them, and evaluating them.One might ask, Funding what? Administering what? Evaluatingwhat? This is not E0 say that we must abandon our concern for fund-ing, administration, teaching techniques, or evaluation. But, wemust begin to focus on what we teach, as well.

By far the most important focus in the child's early educationis on language. Language is his only tool for communicating with
us, thereby enabling us to evaluate and teach him. The most logicalsubject matter for teachers to study, therefore, is the language ofchildren; and, as a helpful measure, it is important for teachers tostudy language in a broad sense, especially as linguists see it The
following areas of preparation must form the core of a teacher'spreparation. Other areas involving teaching technique, administra-tion, and evaluation should be determined only after the following
content areas have been thoroughly covered:

The nature of language in general. Teachers need to know
about the systematic nature of language, how languages dif-fer from one another, how they change, the difference be-
tween oral and written symbolization, and the structure of
communication. Teachers should be made at least minimallyacquainted with current theoretical views of linguistics. Noextant college linguistics courses suit this need exactly.
Courses called "Introduction to Linguistics," as they are



5 UY 19

now conceived by linguistics departMents, are probably not
what future teachers need. Nor are the college courses in the
structure of history of the English language immediately ap-
plicable. If linguists along with knowledgeable specialists in
education have not developed a course which suits the need
of future elementary teachers, it is time to develop such a
course. Students with special abilities in this area should be
encouraged to take further work in general linguistics
courses.

2 The nature of nonstandard English. This course may go by
several names, such as black English, language of the ghetto,
or language of the disadvantaged. It should include a con-
trastive grammar and phonology and reflect the recent re-
search of Labov, Wolfram, Shuy, Fasold, Stewart, and
Baratz. It should contain a unit on the historical origins of
current nonstandards and a unit on grammatical features,
including the correlations with social stratification, fre-
quency of occurrence, and social diagnosticity of the feature.
TI-ie concepts of the linguistic variable, the linguistic con-

-mum; and the linguistic situation (Shuy 1969) must be
seen in relation to language data
Field work in child language. After studying current ap-
proaches to the study of oral language (11, 12), teachers
should be guided in gathering language data within a dis-
advantaged group. They should get at least an hour of tape
recorded speech of one nonstandard English speaking child.
They should then typescript (in regular orthography) the
tape recorded data. This process will seem time consuming
and laborious but it serves three good purposes:
a. to give focus and purpose to the teacher as he listens to

the tape recording;
b. to provide a keying device for further study of specific

pronunciations or grammatical forms; and
c. to provide data on syntactic patterns.

Then the teachers should be asked to focus on at least one plibnolog-
ical feature which seems-.nonstandard, describe it thoroughly using
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the criteria in Section 2, and search the literature for its use else-
where. They should do the same for at least one grammatical feature.

4. Teaching oral language to the disadvantaged child. Focus
should begin on the question of the relevance of foreign,
language teaching techniques to second dialect learning
(13), review foreign language techniques (Lado 1967, Finac-
chiaro 1964), and discuss problems of defining standard
English and social dialect. Teachers should then be guided
in an examination of extant oral language materials for
nonstandard speakers (Golden 1965, Lin 1964, Hurst 1965,
Feigenbaum 1969). Teachers should be helped in setting up
criteria for evaluating such materials.
Oral Language and Reading. As they examine the relation-
ship of a child's oral language to his acquisition of reading
skills, teachers should examine problems of dialect inter-
ference through phonology, grammar, and orthography (2).
They should examine current reading materials to deter-
mine the degree of adjustment to the linguistic features
observed in Sections 2 and 3.

Exactly how these five areas should be presented to teachers is
by no means clear at this point Material may be given in the form of
five college courses or combinations. Whether in areas, fields, courses,
or workshops, teachers of the disadvantaged should have primarytraining in the nature of language, in the characteristics of non-
standard English, in foreign language teaching techniques, and in
the potential interference of one dialect on another in the reading
process. In addition teachers should have a significant exposure to
child language, brought about by actual contact with such children.
Then, and only then, should we think about what kinds of courses
we should offer in administration, classroom techniques and evalua-
tion procedures. The core of the program is language; the core
should be seen first, with all other things revolving around it. If we
have not been successful in the past, our problem may be our failure
to see the child's language as the single most important aspect of the
curriculum, especially at the beginning level.

In this paper I have tried to present the relevance of language
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variation to literacy. I have urged a closer relationship of written
materials to the various kinds of oral language used by children, on
the assumption that a mismatch will prolong or perhaps even pre-
vent the acquisition of reading. I have urged teachers to consider
the potential long range effect on children by being critical of their
only method of communicating with us. Finally, I have urged a
reassessment of the training program for teachers _of reading and
language artsa program which has language at the center and
which views methodology as the service for that core.

It is high time that we stopped fearing language variation and
started putting it to work for us. At least part of our fears have been
unfounded. Variety, per se, is neither bad nor illogical. In fact, it is
often highly valued. It is also high time that we put our priorities
in order and decided that learning to read and write is more im-
portant than the immediate acquirition of standard oral English.
just as our teaching frequently puts techniques ahead of content,
so we have tended to put the social aspects of English usage ahead
of learning the important step in the curriculum---writing and
reading. We have learned that being a bad speller does not mean
the writer is stupid, however desirable it may be to learn to spell
correctly. We expect children to gradually acquire standard spelling
over several years. Is it not reasonable to expect standard oral English
to be acquired in like manner? Let's give children time to acquire
standard English gradually. Meanwhile, we must Considerably re-
vamp our attitude and materials with respect to nonstandard varieties
of English, particularly in the area of literacy.
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Changing the Learning Patterns of t=ie
Culturally Different

oar E. CODWELL
Southern Association of Colleges and Schools

THIS PAPER IS concerned with three areas of approach related to
changing the learning patterns of the culturally different: I) four
imperatives which should form a part of today's educator's repertoire
for action, 2) three suggestions for implementing relevant and ap-
propriate educational strategies and activities, and 3) a brief descrip-
tion of an action program for changeThe Education. Improve-
ment Project of the Southern Association of Colleges and Schools.

Four Imperatives Which Should Form a Part of Today's
Educator's Repertoire for Action

A first imperative facing today's educators, particularly those
committed to the education of the disadvantaged, is the necessity to
realize that this is a significantly different world from the one in
which they lived as children. Emerging developments in such areas
as mass education, space age science, human life science, transplanta-
tion, automation and technology, and educational invention and
innovation provide evidence of ways in which this world d4fers
from the one some of us lived-in as children. Add to this America's

.

herself 'thenew direction in addressing herself to the necessity of providing an
appropriate education for the culturally different segment within
America, and there results an even more glaring contrast between
this world and the one in which we lived{ What is so important for
Us to accept about this new kind of world is that many traditional
concepts and practices in early childhood education, elementary
school education, and secondary _school education (both for the ad-
vantaged and the disadvantaged, but particularly for the latter are
irrelevant and inappropriate.

2
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.A second imperative facing today's educators is the need to
realize that a different kind of pupil is operating in this different
world culture. Whereas children of the yesteryears spent much time
with their parents and other grownups, present day children spend
MOSE of their time with other children and watching television. Less
and less of their time is spent with parents and other adults. There
are fewer persons in today's family unit, and often both mother andfather work.

What has been the effect of this change in childhood associates
in terms of child growth and development? Let us first consider the
parental and other adult influences on the life of the child. Brofen-
brenner (3). of Cornell University and one of the founding fathersof Head Start, states that the child's psychological development, to
the extent that it is susceptible to environmental influence, is deter-
mined almost entirely by the parents within the first six years of life.
Yet, it is this parental and adult influence on the child's life which
is lessened in the life of today's child.

Now let us consider the influence of peer group association onthe development of the child, since today's children spend moretime with other children than they do with adults. A major con-
clusion of the now famous Coleman report (5) is that the most im3
portant factor affecting the child's intellectual achievement is the
pattern of characteristics of the peer group with whom the child
associates.

What about the influence of television viewing on today's child?
Research by Bandura and Eron (2) indicates that children who are
rated most aggressive by their classmates are those children who
watch Tv programs involving a high degree of violence.

The evidence seems clear that no impact on the learning pat-
terns of the culturally different, or of the advantaged child, can bemade unless it is understood that the pupil of today is a different
kind of pupil.

A third imperative facing today's educators is the necessity ofrealizing that a different kind of teacher is operating in this dif-
ferent world culture. Three decades ago the teacher was, in the main,
an underpaid, secondclass citizen. He was hired primarily to be a
disciplinarian, to follow the textbook and course of study with slavish
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fidelity, and to concentrate primarily on middle- and upper-class
pupils in a system that tended to eliminate (without serious attack
on anyone's conscience) those pupils who could not succeed in pass-
ing at arbitrarily determined grade levels. Admittedly, this is not a
true description of the best teachers in that era; for there have been
dedicated and committed teachers for many, many years. Agnew (1)
depicts briefly the effective 20th century teacher when he states that
the 20th century teacher of the last quarter is not primarily a dis-
ciplinarian because the activities in the school are presumably so
interesting that, hopefully, children learn self-discipline. The new
teacher is not= concerned alone with middle- and upper-class pupils
but with all pupils who come under his influence. Today's teachers
are more aware that theirs is a role of teaching all pupilsthe
culturally lim;ted as well as the advantaged, the poor as well as the
rich, the black as well as the nonblack, the superior as well as the
inferior.

Another factor to be considered in the changed role of the class-
room teacher is that the teacher in this quarter of the 20th century,
more than ever before, is seeking involvement in the policy aspect
and executive function of the school. Whether school administrators
agree with this factor or not is beside the point. What today's school
administrators must realize is that classroom teacher organizations
and teacher unions, in supporting the teachers' efforts in this direc-
tion, are creating a new role for the classroom teacher and thus a
new role for the school superintendent, the school principal, and
the school supervisor. T here appears to be little doubt that today's
educators can do little or nothing to improve the educational per-
formance of pupils unless it is realized that today's teacher is a dif-
ferent instructor than the classroom pedagogue of the recent yester-
years.

A fourth imperative facing today's educators is the necessity to
realize that operating in this different world culture is a different
kind of parent and community citizen. In many communities it is
being increasingly emphasized that parents and other community
citizens supply the two main ingredients of the "educational cake"
the children and the moneyand thus feel that they are entitled
to more extensive involvement in what happens to their children,
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educationally speaking, notwithstanding the fact that many of theseparents and other community citizens lack the ability to makeformal contributions to the educational process. The increase inparent and citizen involvement in school affairs is particularly notice-able in less affluent populations, which contain many of today's
culturally different pupils. Any educator who disregards this newkind of parent and community citizen may be likened unto the
ostrich who sticks his head in the sand and loses sight of the worldas it passes him by.

Changing Learning Patterns of the Culturally Different
In the light of these four imperatives facing today's educators,it seems appropriate to indicate three general suggestions whicheducators might find useful as they attempt to provide an improvedlearning climate for teaching their pupils.
I. If today's educators are to play their respective roles inchanging the learning patterns of the culturally different, educatorsmust dedicate themselves to the concept that behavior, regardlessof a person's age or experience, is influenced by the way in whichenvironments help satisfy drives for love, social identity, recognition,

belonging, participation, and security. Any program of formal educa-tion that is not, predicated on such a commitment, no matter howsophisticated, inventive, or innovative, is doomed to failure.
2, If today's educators are to play their respective roles inchanging the learning patterns of the culturally different, educatorsmust be creative rather than just operative. True, they must do someoperative things, such as setting up school schedules and performingroutine school housekeeping chores; however, they must concentrateprimarily on the school practices that are more creative in nature,such as suggesting and developing inventive and innovative programsfor improving the cognitive and affective behavior of their pupils.3 If today's educators are to be active agents in 'changing thelearning patterns of the culturally different, educators must con-centrate primarily on inventive and innovative concepts and prac-tices appropriate for the culturally di erent'segment of the Amer-
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icon society. For educators, these roles are similar; for specialists
they vary somewhat.

Roles of a superintendent or principal
a. He must have conceptualizations of educational invention

and innovation growing out of a need for change, and he
must not only tolerate but also actively encourage and
welcome such inventive and innovative conceptualizations
from his staff.

b. He must have the ability to aid his staff in implementing
his or their inventive and innovative conceptualizations.

c. He must have the courage to appropriately defend both
his and his staff's educational inventions and innovations,
and their consequent implementation, in the total context
of whatever this defense requires.

d. He must be a symbol of nonretaliation and tactful negoti-
ation, and this is a completely new role for which Education
868 in the graduate school of University x cannot adequately
prepare today's school superintendent or school principal.
This new role of nonretaliation and tactful negotiation
requires the -wisdom of Solcimon, the courage of David, the
patience of Job, and the tact of the late Sir Winston
Churchill, as when negotiating a loan from the United
Stalest Organized expressions of pupil dissent; well-designed
action programs of teacher protest sponsored by local, state,
and national teacher organizations and by teacher unions;
community-centered manifestations of parental- and citizen
dissatisfaction with-school policies and practices; any one of
these separately or any two or more of them in combination
may descendupon.today's school administrator at any time.
Against this background- of potential attack upon the ed-
ucational -establishment, the school administrator must not
become unduly alarined if it happens to birri. The slcigan.
of the Girl Scouts, Semper Paratus, or 'always prepared,
should be his continual watchword; for he knows neither
the time nor the hour when the clock m- y strike for him,
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Roles for a supervisor
a. He must be intimately conversant with the best contentand methodology for learning as these relate to the superior,the average, and the reluctant pupil.b. Like the classroom teacher, the supervisor must realize thatthe priority instructional methodology criterion of a goodteacher is the teacher's recognition of individual differencesamong his pupils. Since the culturally different pupil repre-sents "a different kind of difference" (4), the supervisor mustaid the classroom teacher in manifesting a special kind ofregard for and attention to this "different kind of differ-ence."

Roles for the classroom teacher of t ie culturally differenta. He must realize that the proper regard for the "differentkind of difference" which the culturally different pupilmanifests requires a teacher with the appropriate back-ground in his .special discipline, the necessary areas ofpsychology, and the professional education courses that arepedagogically sound.b. He must be fully cognizant of the role of very early ex-perience in shaping learning skills, ability, motivation, andpersonality. For example, he should be sensitive to the factthat the view of intelligence as a fixed quantity, determinedsolely by heredity, has been rejected. He should also knowthat children from very culturally different backgrounds,when placed in more favorable environments, includingnursery schools and kindergartens, show marked increasesin intelligence test scores.c. Today's classroom teacher of the culturally different mustbe knowledgeable about both attitude and aptitude deficitswhich culturally different pupils manifest.
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d. Today's classroom teacher of the culturally different should
be fully cognizant of the difficulty in transmitting certain
"learning to learn" skills to his pupils.

An Action Pro, am or Change
Feeling that changing the learning patterns of the culturally

different could be better effected within the combined perspective
of the four imperatives just described, and the three suggestions for
implementation related thereto, the Southern Association of Col-
leges and Schools in 1964 established the Education Improvement
Project. The DanforthFoundation made an initial grant of $450,000
to provide funds for the central administration of the project in
Atlanta. The Ford Foundation, the Fund for the Advancement of
Education, the Danforth Foundation, the Noyes Foundation, the
United .States Office of Education, and the Office of Economic Op-
portunity are funding various operational aspects of the IF effort.

What Is the Education Improvement Project?
The Education improvement Project may be considered as a

kind of "umbrella" project which includes nine component parts,
all of which have the same general objectiveimproving the educa-
tional performance of the culturally different hut each of which
utilizes some unique vehicle or vehicles to achieve this objective.
Six of the nine components of the MP umbrella are still operative;
three have been terminated. A brief statement about each of these
components follows.

The urban center program. A public school system and two
or more colleges or universities, working cooperatively, comprise
an urban center. The urban center program demonstrates that
when appropriate provisions are made for meeting their educa-
tional needs, disadvantaged youngsters in the public schools show
significantly better academic achievement, and, in many cases, begin
to function at a higher intellectual level than previously. The five
urban centers in this project are Nashville, Tennessee; Durham,
North Carolina; Atlanta, Georgia; Huntsville, Alabama; and New
Orleans, Louisiana. A Ford Foundation grant of $14,471,700 Op-
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proximately $3,000,000 per urban center over a five-year period)
supports this part of the Enz. umbrella.

Project opportunity. Project opportunity is the educational
child of two groupsthe College Entrance Examination Board and
the Southern Association of Colleges and Schools. A school system,
rural or urban, and one or more colleges or universities working
cooperatively comprise a project opportunity center. This program
is primarily concerned with preparing the culturally different, yet
talented, individuals for education in and beyond high school. The
program includes eleven selected high schools in eight southern
states. The schools, through a variety of devices, identify students
in the seventh grade who are potentially high achievers. These
students are followed for six years, until high school graduation,
and are supported in their efforts to qualify for college through
special educational programs, counseling, and guidance. Those
qualifying will be awarded college scholarships. Seventeen colleges
are cooperating in the program. A Ford Foundation grant supports
this project to the amount of 11,808,680 for the first five years. This
is a fifteen-year program broken down into three proposed funding
periods of five years each.

The rural center program. The rural center program is a con-
sortium of educational institutions, organizations, and agencies col-
laborating in an effort to improve the educational performance of
disadvantaged pupils in rural areas, from preschool through high
school. The project currently includes a program in one rural center
in three statesFlorida, Georgia, and Tennessee. It is planned to
establish such a program in a rural center in each of the other eight
states in the sAcs regionAlabama, Kentucky, Louisiana, Missis-
sippi, North Carolina, South Carolina, 'Texas, and Virginia. The
Danforth Foundation ($1,145,045 for a five-year period) and the
Noyes Foundation ($150,000 for a five-year period) fund the rural
center programs in Overton County, Tennessee; Wewahitchka,
Florida; and Wheeler County, Georgia.

The college preparatory center program (operational). This
program was designed to assist culturally different youth who have
been graduated from high school but who, in spite of evidence of
ability, find themselves hindered in further formal education by
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the level of their prior preparation. In this progiam, which operated
with its own staff on the campuses of three junior colleges in South
Carolina, about 300 students were given intensive training of up to
forty weeks duration to assist them in overcoming their deficiencies
and in proceeding to college or other formal post-high school train-
ing. Necessary books, supplies, and meals while on the campus were
provided for all students enrolled. Friendship Junior College (Rock-
hill, S. C.); Mather Junior College (Beaufort, S. C.); and Voorhees
Junior College (Denmark, S. C.)now Voorhees Senior College
were the participating institutions in this project which was ter-
minated in 1967. A grant of $883,250 from the Office of Economic
Opportunity financed this program, which covered a period of six-
teen months in 1966-1967.

The college preparatory center program (follow-up). The Bab-
cock Foundation is providing a $9,375 grant for a four-year follow-up
study of the students participating in the college preparatory center
program.

The college education achievement program. This program is
an outgrowth of an earlier pilot program, the college preparatory
center program. Thirteen predominantly Negro colleges and univer-
sities participate in this program. The target population is drawn
from students of academic potential who are handicapped in pur-
suing post-high school education by inadequate preparation. Many
of the more than 1,300 students in the project were not ordinarily
eligible for college admission. Essentially this is a kind of nongTaded
college program. The project was funded for 1968.1969 by a
$1,957,424 grant from the United States Office of Education, 'Title
III, Higher Education. Act, Division of College Support.

The reading institute program. This was a program conducted
at Atlanta University and designed to improve the teaching per-
formance of elementary and secondary school reading teachers. In-
itiated in 1954 and extending over a two-year period, this program,
now terminated, was supported by a grant of $125,000 from the
Ford Foundation.

The paperback book project program. Ninety-nine predom-
inantly Negro colleges and universities participated in this project,
now terminated, as did all the high schools in project opportunity.
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Paperback books were purchased for the respective colleges and
universities in this project, as well as for all the high schools in
project opportunity. Paperback book purchases for the respective
institutions were made on the basis of an estimated $1 for one bookfor each student enrolled in the college or university. For example,
Howard University in Washington, D. C., received an allocation of
$10,438.32 in paperback books. The Fund for the Advancement of
Education, an ally of the Ford Foundation, made a grant of $175,800
to cover the cost of this program.

The microteaching project program. This is a research and
demonstration project designed to investigate the effect of an adaptation of the microteaching technique on the instructional perfor-
mance of rural school teachers. jointly funded by the Small Grants
Division of the U. S. Office of Education in the amount of $9,478.50
and by the Noyes Foundation in the amount of $9,000, this program
was terminated in September 1969.

The EIP UmbrellaA Retrospective and. Prospective Look
The $24,396,872.50 which the Education Improvement Projecthas been instrumental in making available for the educational im-

provement activities indicated is an -attestation to the fact that the EIPumbrella, with its component inventive and innovative programs,has a record of significance as an action effort for change. Moreimportant to the American dream, however, is that the program hasa future of unlimited potential, that of assuring every American
child the opportunity of realizing his American birthrightan ed-

. ucation appropriate to his needs.
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Predictors of Success in Beginning Reading
Among Negroes and Whites

EDMUND H. HENDERSON
University oi Delaware

and
BARBARA H. LONG

Cumber College

MCNEMAR, in his presidential address to the American Psychological
Association in September 1964, reasserted the strength and im-
portance of the concept of general intelligence. More recently Jen-
son, in a much discussed article in the Harvard Educational Review,
has summarized the research supporting the hereditability of gen-
eral intelligence and has called to the attention of educators the
validity of intelligence tests and their relevance as predictors of
academic success. Ames (1) recently asserted a similar position de-
claring specifically that low intelligence is a prominent and often
unrecognized explanation for low achievement in reading.

The further assertions by Jenson that lower intelligence is a
characteristic of children of lower socioeconomic status and that
social isolation may lead to a deterioration of intelligence for a
minority group have led to a violent reaction by environmentalists
who would claim a far greater importance for social influences.

Regardless of the theoretical and practical differences between
these two camps, it would seem necessary that educators give close
attention to some of the major implications that follow from the
Jenson, McNemar, and Ames positions. The first of these is the im-
portance they attribute to the establishment of equal educational
and vocational opportunities for all members of our society. The
second is that educational techniques, which have traditionally been
attuned to the 100+ig, white. middle-class child; will require change
if they are to be useful for the total population of students. Third,
the redesigned cur iculum must concentrate less upon immediate
compensatory goals and more upon long range developmental pro-

34



MENDERSOINZ AND LONG
35

grams individuated for all groups_ Finally, educators must study in-tensely academic achievement which, to a far greater degree thanintelligence, is subject to social and educational influence.Perhaps the most prominent academic deficiency among lower-class school children is their failure to learn to read in first grade.Moreover, this early failure all too often predicts later failure andeventual discontinuance of education altogether. A fair proportionof our lower-class students never attains literacy, and the learningdifficulty of the lower class (particularly the Negro child) is one ofour most pressing educational problems.For this reason it would seem necessary to reexamine the corn-rnon predictors of success in beginning reading for children of vary-ing backgrounds and to extend this investigation to other possiblecorrelates. Such has been the purpose of this study. It was believedthat an investigation of personal, social, and academic characteristicsof children who succeeded in learning to read would promote a bet-ter understanding of educational strategies for first grade teaching.

Method
Subjects. Subjects consisted of 192 children: half white, halfNegro; half boys, half girls; half "higher" class, hlaf "lower;" averageage 78.1 months at the beginning of the study, who entered firstgrade in eight schools in two adjoining rural Southern counties.Before the sample was selected, information about race, sex, andguardian's occupation was collected for all children registered toenter first grade. Hollingshead's Occupational Scale was used tocategorize the children roughly by class, with levels six and seven(semiskilled and unskilled laborers) constituting the "lower" classand levels one through five, the "higher" class. The schools were inthe initial stages of desegregation and varied widely in racial corn-position. Four subjects were lost from the original sample due towithdrawal from school, leaving an N of 188.

Procedure. Within one week of school entrance, all s's weretested with the Children's Self-Social Constructs Test (csscr, pre-school form) by six female es. The csscr is a paper and pencil,nonverbal instrument providing measures of self-esteem; social de-
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pendency; identification with and preference for mother, father,
teacher, and friend; realism as to size; and minority identification.
The test is administered individually; all directions are oral and all
responses, nonverbal. The child selects a symbol (circle) to represent
the "self' 'from among those presented to him or pastes a gummed
circle (representing the self) on the page in relation to symbols
representing others. It is assumed that the child can express his self-
social concepts symbolically, using common symbolic meanings.

Esteem is indicated by selection of a circle to represent the self
higher rather than lower in a column of circles. Social dependency
is measured by 'placement of a gummed circle representing the self
within, rather than without, a group of circles representing others;
identification with mother, father, teacher, and friend, by a circle
nearer rather than farther from a symbol representing the other;
preference for these persons, by placing the "self" circle near a sym.
bol representing the other person (forced choice); realism by the
selection of a smaller, rather than a larger, circle from an array of
circles; and minority identification by the selection of a shaded
circle, rather than a plain one, after viewing an array of circles, the
majority of which are plain. Except for the forced choice items
(preference) all tasks are presented from two-to-four times, and scores
are summed. Split-half reliabilities, corrected for length, ranged from
.48 to .85 with a median of .73. Evidence for construct validity is
summarized elsewhere (4).

After the first six weeks of school, teachers rated each child on
24 kinds of classroom behavior thought related to good school ad-
justment. These ratings were summed (split-half reliability for
summed score = .95) for certain analyses, but analysed separately
for others. Information about families, preschool attendance, and the
results of the fall testing with the Metropolitan Readiness Test were
obtained from schools. In the spring, Otis Quick-Scoring Mental
Ability tests were administered to all subjects by the experimenters.
During the first few months of the next school year, the Metropolitan
Reading Test was administered to those subjects (145) who had been
promoted to the second grade. It was assumed that those children
not promoted were unable to read.
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Results
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Results will be presented, first, in terms of differences in achieve
ment for the two races and, next, for the correlates of achievement
for each race. All findings reported are significant at the .05 level
or above with a two-tailed test.

At the end of the first grade 84 percent of the white children
and 71 percent of the Negroes were promoted to the second grade
a significant difference. Among those promoted, white children were
significantly higher in total reading and in IQ. Further, 43 percent
of the promoted Negro sample achieved reading scores at a "chance"
level or below in contrast to only 18 percent of the whites, again a
significant difference. Finally, Negro and white children differed
significantly in reading with RI controlled statistically.

Because of the substantial and significant .differences in achieve-
ment between the two races, it was decided to analyze other variables
in relation to achievement for the two races separately.

For white children, three measures were found to be about
equally good predictors of total reading achievement teacher rating
A5, readiness .46, and IQ .41. Age was positively correlated with
achievement (r -= .22), and this effect was due largely to the boys
(r = .41) as opposed to (r = .11) for the girls only These four vari-
ables produced a multiple R with achievement of .63. No significant
correlations were found for kindergarten attendance, presence of
father in the home, or number of siblings. Correlates with self-
social variables differed for the two sexes. Achieving girls were sig-
nificantly further from father= (r = .47), and boys had higher esteem,
particularly with IQ controlled (r = .37).

Among the Negroes, teacher ratings correlated significantly
with reading achievement (r .33), and this finding appeared at-
tributable to the boys (r = .50) and not to girls (r == .15). A some-
what less-strong relationship to achievement was found with IQ for
this group (r = .26). Low negative relations, of borderline signi&
icanoe, were found between achievement and both readiness and
kindergarten attendance (r = .18 and .20). No significant family
correlates were found for the Negroes, though there was a trend for
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Negro boys in terms of father presence and fewer sisters in the home(AO). These trends also occurred for white boys with the consequencethat father presence and fewer sisters in the home did attain signif-icant levels with all boys combined. As with the white subjects, thesexes differed among the Negro sample for self-social correlates_Achieving girls were farther from mother and chose to place the selfwith mother less and friend more. With Negro and white girls com-bined, achievement was associated with greater distance from motherand father.

Discussion

In this study, Negro and white children differed significantlyin all measures of achievement and in intelligence. This finding isin keeping with a wide variety of studies in which high and low
class and/or Negro and white comparisons have been made. On theother hand, the difference in achievement between the two groups isout of proportion with the difference of capacity and suggests thatthe schools are failing with the black children even in grade oneSuch a finding is inconsistent with our declared belief in equaleducational opportunity and suggests the need for improved teach-ing effectiveness.

For the white children, a familiar array of variables predictssuccess in learning to read: IQ, readiness tests, teacher ratings, andage. Higher esteem in the- boys and separation from parents for thegirls were also related to success. The latter pattern, which suggestsa mature independence, was also found for the Negro girls. Com-bining the Negro and white boys, father presence and fewer sisterswere also related to reading success. This set of findings suggeststhat the amount of adult attention may be of consequence forachievement with boys.
Among the predictors of reading success for the black children,perhaps the most interesting are the low (.26) correlation betweenR2 and reading and the negative correlations for kindergarten at-tendance and standardized readiness tests among those who werepromoted. This set of findings suggests the probable "hot house"effect of Head Start, which was related to achievement on readiness
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tests but failed ultimately to maintain its relationship to achieve-
ment by the end of the first grade year. These findings suggest the
lower utility of standardized tests as predictors of achievement for
the Negro sample and the greater usefulness of teacher ratings, par-
ticularly for the Negro boy. This finding emphasizes the need for
trained teachers who are capable of exercising judgment in the
classroom as they work with these beginning pupils.

Relations between achievement and the self-social measures
were different among the various groups, and relatively few in num-
ber. Because the initial analysis did not take into account the 43
subjects who were not promoted, a second, more detailed analysis
was made of the self-social variables. For these analyses, which were
done separately for the two races, each group was divided into three
parts- those who failed, those who were promoted but could not
read, and those who succeeded in learning to read.

Time does not permit a detailed presentation of the findings
of these analyses, but these findings will be considered briefly along
with some tentative conclusions. First, it should be noted that over-
all findings exceeded those expected by "chance." Patterns within
each race were not identical, although a number of similarities ap-
peared. The results, in general, appear to be most readily inter-
pretable for the Negro children where numbers in each cell were
roughly comparable.

Among the Negroes, the three groups had about the same in-
cidence of. father absence but differed somewhat in socioeconomic
class with the higher class favoring achievement. Number of siblings
was higher for the repeaters than for the other two groups. The
three groups differed significantly from one another in both IQ and
teacher ratings. The rating items that showed a regular increase over
the three groups with significant difference between each pair in-
cluded 1) follows directions, 2) works independently of teacher,
3) contributes to discussion, and 4) explores experiences eagerly.

The findings and interpretations for each group follow:
The repeaters, some of whom were placed in "readiness" classes

where little, formal instruction in reading was given, differed from
the promoted nonreaders on the following additional items from
the rating scale: 1) shy with teacher, 2) does not obey rules, 3 avoids
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leadership, 4) unable to play in group, and 5) does not talk to other
children. These children tended (AO) to be low in esteem and un-
realistic in the size items. They differentiated relatively little among
the stimulus persons in the preference items. The girls showed high
minority identification and preferred teacher to mother. The re-
peaters in the identification and dependence items were relatively
distant from others, particularly parents. Since they are described as
shy, unable to follow rules, or to play with others, this greater social
distance may express a hostile or frightened withdrawal, rather than
a comfortable independence. if so, such an alienation may explain
their poor performance on IQ and readiness tests.

The promoted nonreaders, who were moderate in 1Q and
ratings and lower in social class but higher in readiness scores than
the readers, tended to be closer to mother and father and to others
in general than were the other two groups. The behavior scales
which differentiate them significantly from the readers, in addition
to the four already mentioned, included 1) overly dependent on
teacher, 2) clings to familiar, 3) demands attention, 4) inattentive,
and 5) does not complete tasks. The boys were higher in esteem;
the girls, less teacher-oriented than those in either other group. The
emerging picture of this group is one of an immature, overdepen-
dent child, similar in a number of respects to a group of children
with reading problems in an earlier study (Henderson, Long, gc
Ziller, 1965), and bearing some resemblance to Ausubel's descrip-
tion of the "satellite."

The readers were higher than the other two groups in. IQ scores
and ratings. They placed themselves farther from parents and the
group, than the promoted nonreaders and were rated significantly
higher than either other group on 14 of the 24 ratings, including
"independence" and "exploring." The girls chose the majority
"white" symbol to represent the self and preferred teacher to
mother. Both boys and girls tended to select the small realistic sym-
bol for the self and to differentiate between people, preferring
mother, teacher, and friend to father. These children thus appear
to have begun the desatellization process described by Ansubel and
to be confident enough to move away from their parents as they
enter school.
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Measures of Intelligence Language, Creativity,
Reading, and Written Language Achievement

of Disadvantaged children
ROBERT H. BRUININKS

University of -.Minnesota

ThE ENVIRONMENTAL MILIEU of the educationally disadvantaged
child offers few opportunities to develop the prerequisite skills
necessary to attain mastery in reading. Auditory and visual stimuli
in many lower class homes are generally restricted, unorganized, and
qualitatively different from the stimuli provided children of higher
socioeconomic status (8). 'The effects of these experimental limita-
tions are reflected in the findings of a growing number of studies
which indicate that disadvantaged children typically approach early
school learning with significant perceptual, linguistic, and cognitive
deficits (6, 8 28).

The pervasive deficiencies of disadvantaged children in
guistic, cognitive, and perceptual abilities undoubtedly serve to
limit the ability to develop early reading skills. Epidemiological sur-
veys have reported the prevalence of reading failure to be four to
ten times more common among children of low socioeconomic status
groups in comparison to the rate in the rest of the school population

15). In one study, only 36 percent of 6,000 disadvantaged chil-
dren in the primary grades were reported to be reading at the ap-
propriate grade level (25). Deutch (9) has coined the term "cumula-
tive deficit" to describe the tendency of the disadvantaged to fall
prouessively behind in academic subjects with each successive grade
level.

* The research reported herein was supported by grants to George Peabody
College for Teachers from the National Institute of Child Health and Human
Development (grant HD-973), and the Ford Foundation under the auspices of
the. Nashville Educational Improvement Project.
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While available evidence suggests that disadvantaged children
display a number of behavioral deficits, too few studies have doc-
umented the extent of these deficiencies in the areas of reading and
language within the same samples. Many studies, moreover, have
reported differences between disad.vantaged and middle-class chil-
dren by merely indicating statistical significance values and, conse-
quently, make it difficult to interpret the magnitude of such
discrepancies in educational terms (e.g., through age or grade level
scores). Examination of the educational research literature also re-
veals that little attention has been devoted to the study of written
language performance among disadvantaged children, even though
their oral language characteristics have been well documented (1,
18, 24, 28).

A review of the general correlational literature indicates that
few studies have explored the relationships between various intel-
lective abilities and achievement among the disadvantaged. The
correlations reported between measures of verbal intelligence and
reading in unselected populations, however, have consistently varied
between AO and .75 (23). There is some evidence, obtained princi-
pally in cross-sectional studies, which suggests that the magnitude of
correlations between these attributes increases with chronological
age. Further consideration of correlational studies in this area also
reveals that 1) the measures employed in past investigations have
mostly consisted of group intelligence tests which require a minimal
level of reading ability to respond, 2) few previous studies have in-
cluded other factors in addition to verbal intelligence, such as oral
language and creative thinking abilities, in assessing relationships
with reading, and S) the independent contribution of creativity and
oral language scores to verbal intelligence in predicting the achieve-
ment of disadvantaged children has been largely ignored.

The present study was concerned with determining the ac-
ademic and linguistic characteristics of disadvantaged children, as
well as the magnitude of correlations between a number of tests and
various aspects of achievement. Measures of verbal intelligence,
creativity, oral language, and academic and written language
achievement were administered to a relatively large sample of dis-
advantaged children in the first, second, and/or third grades. Data
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derived from these measures were employed to assess the following:

L the extent and nature of differences between disadvantaged
subjects and normative samples on measures of academic
achievement, oral language, and written language;

2. the validity of verbal intelligence, oral language, and cre-
ativity measures in predicting academic and written lan-
guage achievement;
the presence of any changes in the relationship between
verbal intelligence and reading achievement with age; and

4. whether oral language and creativity measures would con-
tribute significant variance to verbal IQ in the prediction of
academic and written language achievement.

Method

Subjects
The sample consisted of 354 subjects, 177 boys and 177 girls,

who had been enrolled for three years 'in the public schools of
Metropolitan Nashville-Davidson County, Tennessee. After three
years in school, the subjects had a mean IQ of 88.65 (s = 12.89) and
were approximately 8 years, 10 months, in age. Approximately 80
percent of the sample consisted of black children, while the remain-
ing 20 percent of the subjects were white. Most of the children had
participated recently in a two-year research project designed to assess
the efficacy of three phonically oriented reading approaches and an
oral language stimulation program in the first two elementary
grades (11).

Data on socioeconomic status SES were obtained through home
interviews and ratings by various school personnel. Children were
deleted from the sample on a number of SES criteria, including 1) a
family income of more than $9,000; 2) residence in a very good
house or apartment; 3) residence in a good house or apartment with
a total family income in excess of $6,000; 4) occupational classifica-
tion of the main wage earner of the family at the professional, tech-
nical, or managerial level; or 5) an educational attainment for the
better educated parent of four or more years of college training. The
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SES and school personnel ratings confirmed that the children camefrom economically disadvantaged backgrounds.
Tests

Each subject was administered measures of verbal intelligence,oral language, creative thinking, written language, and academicachievement. All tests were administered by trained and/or qual-ified psychometrists. The results reported herein are concerned withmeasures obtained at the beginning of the first grade and at the endof the second and third grades. The types of measures and scheduleof testing are illustrated in Table 1 The tests are briefly describedbelow.

TABLE 1
D STANDARD DEVIATIONS ON INTELLIGENCE, LANGUAGE,
CEE.A.TiVrrY AND ACHIEVEMENT MEAstiRE

Stanford-Binet tq (prereading)
Stanford-Binet tq (2nd grade)
Stanford-Binet tq (3rd grade)
ITPA-LA. (prereading)
ITFA-LA (2nd grade)

A -LA: (3rd grade)
Torrance Tests of Creative

Thinking (3rd grade)
Metropolitan Achievement Tests

(2nd grade)
Metropolitan Achievement Tests

(3rd grade)
F LT.Words/Sentence (3rd grade)

354 6.87 10.50
354 89.61 13.34

88,65 12.89
354 62.37k 8.09
354 80.45 11.15
354 89.00 12.09

354- 80.05 28.02

354 2.610 8

354 2.74°
354 7.23 2.82

Stanford-Binet Intelligence 5cale. The Stanford-Binet In tellgence Scale, Form L -M (26) is essentially a measure of general verbalability. The test includes items ranging from simple manipulationof objects to questions which require abstract reasoning. The Stan-ford-Binet was administered to the subjects at the outset of the firstgrade as well as toward the end of the second and third grades.
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Oral Language Development. The Illinois Test of Psycho lin-
guistic Abilities Om), Experimental Edition (20), was used to mea-
sure oral language performance. The rrFA provides a profile of nine
separate language abilities and a total language age (LA) score for
children between the ages of two and nine years. Individual subtexts
consist of meaningful or rote language tasks which are presented to
the subject via either the auditory or visual modality. The ITPA is
designed to measure receptive, expressive, or associational language
abilities. Only the total LA score was included in the statistical
analyses. The ITPA was also administered at the outset of the first
grade as well as toward the end of the second and third grades.

Creative thin/zing. Four verbal activities from the Torrance
Tests of Creative Thinking, Research Edition (27), were used to
assess creative thinking. Many definitions of creativity exist, includ-
ing invention, discovery, and rare, highly specific kinds of ability.
According to Torrance (27:6), creativity is defined as "a process of
becoming sensitive to problems. deficiencies, gaps in knowledge,
missing elements, disharrnonies, and so on identifying the difficulty,
searching for solutions, making guesses, or formulating hypotheses
about the deficiencies, testing and retesting these hypotheses and
possibly modifying and retesting them, and finally communicating
the results.

Although the Verbal Tests consist of seven parallel activities,
only the four activities of Form A were administered. These active
hies are described briefly as follows:

I. The Ask and Guess Activity is designed to elicit questions
which are not answerable by merely looking at the picture.
The Guess Causes Activity requires the subject to formulate
hypotheses about the causes of a pictured event.
The Guess Consequences Activity is designed to reveal the
subject's ability to formulate hypotheses concerning the pos-
sible consequences of an event.
The Product Improvement Activity is designed to produce
ideas for improving a toy so that it will be more fun for
children to play with.

The four scores which were derived from the Verbal Subtest
Activitie are described below:
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L Verbal Fluency reflects the ability involved in producing alarge number of ideas with words.
2. Verbal Flexibility represents the subject's ability to produce,shift, and use different types of ideas or strategies.3. Originality involves the ability to produce ideas that are dis-tinct from the obvious and commonplace.4. Total Torrance performance comprises the arithmetic sumof the Fluency, Flexibility, and Originality scores.

All test protocols were evauated by the same examiner accord-ing to scoring criteria in the test manual. (The scoring criteria werealtered slightly to include a category dealing with the physical char-acteristics of the drawinge.g., artist's initials, lines. ) The creativitytests were administered only in the third grade.
Reading and Spelling Achievement. The Metropolitan. Achieve-ment Tests (MAT) were used to measure academic achievement (13,14). The written language subtests of the Primary II Battery wereadministered toward the end of the sc::-.cald grade; at the end of thethird year, the subjects were adminisLercd the reading, spelling, andlanguage subtests of the Elementary Battery. All achievement testingwas conducted by trained examiner. in small group sessions.Written language development. The Picture Story LanguageTest (22) was used to obtain measures of written language ability.The children were asked to write a story about a picture which wasevaluated for 1) productivity, 2) grammatical correctness, and 3)nature of content or abstraction. Productivity was measured bycomputing the number of words per sentence. Grammatical correct-ness or syntax was evaluated by assessing accuracy in word usage,word endings, and punctuation. Meaning or level of abstraction wasassessed by the application of an abstract-concrete scale to the testprotocols with score values ranging from zero to 25.The Psur was standardized on 747 normal pupils in metropol-itan, rural, and suburban schools in a single Midwestern state. Anapproximately equal number of males and females was sampled atalternate ages between seven and 17 years. Because the standardiza-tion did not include children corresponding to the chronological ageof the sample, it was necessary to compare all scores to interpolated
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norms. The interpolated norms were derived by dividing increases
in scores in this age range into equal increments, each of which cor-
responded- to a one-month interval. (Growth in the three areas of
written language between the ages of seven and nine display linear
trends.)

Summary and Results

One of the purposes of the present study was to assess the extent
and nature of the differences between disadvantaged children and
normative samples on academic achievement and measures of oral
and written language. On all MAT subtests, the subjects attained
scores appreciably below those of the normative samples. Consistent
with the findings of past studies of the disadvantaged (8, 17), the
children displayed evidence of progressive retardation in achieve-
ment from the second to the third grades. Evidence of progressive
retardation in achievement, however, may have been partially an
artifact of subtle differences in the Primary II and Elementary Bat-
teries of the MAT administered at the end of the second and third
grades, respectively.

Disparities of approximately 18 months between the subjects
and the normative samples were obtained on the measures of oral
and written language. In written language, the age score attainments
of the subjects on measures of productivity, grammatical correctness,
and level of abstraction were at least 16 months below the scores ob-
tained by the standardization sample. The most significant MAT and
written language performance deficits appeared on measures of s
tax or gmmmatical correctness involving aspects of word usage and
punctuation.

These findings are largely consonant with those of past studies
indicating the presence of marked linguistic deficiencies among dis-
advantaged children. In the related area of perception, children of
low socioeconomic status have been found consistently inferior to
middle-class peers in a number of auditory skills, particularly on
tasks requiring auditory discrimination, auditory memory, and audi-
tory sound blending (2,4,-6, 21). Other studies have indicated that
the' oral language of children from educationally disadvantaged
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backgrounds is characteristically informal, syntactically inferior, andfocuses primarily upon concrete needs and immediate circumstances(1, 24).

The educational implications of these findings may be obvious.Apparently, many disadvantaged children possess language stylesand habits which are often inadequate to develop reading skills un-der traditional reading programs. In many instances, they lack therequisite auditory receptive and formal language abilities to copesuccessfully with the level of linguistic and perceptual demands oftypical reading materials. Too great a discontinuity between thecharacteristics of disadvantaged children and the skill demands ofthe extant early reading programs undoubtedly contributes to thedifficulty encountered in learning to read. As a partial antidote tothis problem, efforts in preschool and for compensatory educationshould place major emphasis upon systematic training in the moretonna' aspects of language, including supportive remedial exercisesin various auditory perceptual skills. With preschool disadvantagedchildren there is some recent evidence to suggest that greater lin-guistic and cognitive growth accrues from the employment of morehighly structured approaches of teaching language (10).Another objective of the study was concerned with assessing cor-relations among measures of verbal intelligence, oral language, cre-ativity, and aspects of academic and written language achievement.Most of the predictive and concurrent correlations of IQ's and LA'swith achievement test scores were moderate in magnitude andranged between .40 and .604 These correlations were similar in mag-nitude to those obtained in previous studies with unselected chil-dren (23). Moreover, LA contributed significant variance to IQ inpredicting most academic and written language achievement testscores. However, verbal intelligence and oral language scores com-bined were found to predict only about 25 percent of the differencesin achievement test scores. Support was also obtained for the findingsof past studies which reported increases in the magnitude of cor-relations between measures of intelligence and reading performancewith age (12, 16, 19).
Few of the correlations between creativity test scores and mea-sures of achievement were statistically. significant. The correlations
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were negligible and fell within the range of .02 to .20. Measures of
creativity did not add significant variance to verbal IQ in predicting
either academic or written language achievement scores. The cor-
relations between creativity scores and achievement in the present
study were generally lower than those reported in previous studies
(27).

In evaluating these data however, it is important to note that
the magnitude relationships between measures of creativity and
school achievement may be influenced by the degree to which cre-
ativity and divergent thinking are emphasized in the classroom in-
structional program. As Torrance (27 47) has recently stated:

If measures of achievement took into consideration creative ap-
plications of information . . and/or if subject matter were
acquired in creative ways, one could expect high correlations be
tween creative thinking measures and achievement.

Further research is needed to assess the degree to which relationships
between measures of creativity and achievement are differentially
affected by variations in instructional emphasis.

A final comment on future strategies of research in reading ap-
pears to be in order. Studies similar in design to the present one in
which factorially complex aptitude measures are correlated with
facets of school achievement, yield information of limited value on
either the nature of the reading process or the problems of planning
reading instruction. Future research endeavors should seek to assess
relationships between measures of more specific, clearly defined be-
havioral attributes and reading across a wide range of developmental
levels. Moreover, an examination of past correlational studies
reveals a number of persistent methodological problems which pre-
clude the drawing of unequivocal interpretations of the relation-
ships reported between various behavioral attributes and reading
performance. Some of the more prevalent methodological problems
include 1) the employment of poorly described and unrepresentative
samples, 2) the use of samples within a narrowly restricted age range,
and 3) the selection of predictors which require reading, thereby
hopelessly confounding the independent and dependent variables.
Carefully designed investigations across developmental levels are
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needed to illuminate the nature of relationships between variousbehavior attributes and aspects of the reading process.Another major thrust of reading research has been concernedwith evaluating the relative effectiveness of various reading ap-proaches. Few aspects of the elementary school curriculum haveevoked as much acrimony as the issue over what constitutes the mostefficacious method to develop early reading skills. Recently, the fieldof reading research has generated a large number of evaluativestudies in this area. Despite the fact that this spate of studies hasyielded valuable data on the teaching of reading, none of the currentmethods has been found very successful in appreciably reducing theprevalence of reading disability among disadvantaged children. Thefailure to reduce reading difficulties substantively among the disad-vantaged may result from a tendency of researchers to overempha-size "method" differences, while concomitantly ignoring importantindividual differences among children. A more productive approachto reading research would require the development of new strategieswhich focus upon assessing simultaneously the interaction betweenthe individual differences of children and salient characteristics ofcurrent and /or new approaches to teaching reading. This approachto educational research problems was first suggested by Cronbach5:680) in an address to the American Psychological Association. Indiscussing the heuristic value of this research paradigm, Cronbachstated:

Applied psychologists should deal with treatments and personssimultaneously. Treatments are characterized by many dimen-sions; so are persons. . . We should design treatments, not tofit the average person, but to fit groups of students with partic-ular aptitude patterns.

Perhaps the application of the aptitude-treatment interaction ap-proach to research in the field of reading could be useful inidentifying whether unique learning styles of children interactsignificantly with differentiated approaches to reading instruction.Hopefully, information derived from the delineation of individualdifferences which interact with specific reading methods could beutilized to design instructional approaches to eliminate or reduce
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the difficulties many disadvantaged children encounter in learning
to read.
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Selected Language Research and Its

Implications for Teaching Reading

to the Disadvantaged
JAMES L. LAFFEY
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SINCE the late 1950's when the plight of the educationally disadvan-

taged became widely known, special education programs for the
disadvantaged learner have increased in number. Professional liter-

ature has reflected the interest and concerns of the educator. Many
articles have reviewed and described major innovative projects, such

as The Great Cities Improvement Program. Because of the attention
given to these types of innovative efforts, I would like to discuss a

specific area of language research which appears to show some prom-

ise of making a significant contribution to instructional programs
for the educationally disadvantaged.

During the past two decades, lang-uage research concerning dis-

advantaged youths has been focused on prerequisite skill to lan-

guage learning, extent of vocabulary, and grammatical usage of
standard English. Bloom, Davis, and Hess (3) indicate that the dis-
advantaged child comes to school from a home background in which
language use is different from that of the middle-class child. In
middle-class homes, language is used in a variety of ways. Some uses
include discussions to explore ideas, to analyze feelings, and to
clarify individual interpretations. In the deprived home, language is

used in a much more limited way. Communication often takes place

through gestures and other nonverbal means. Also, the language
used is often grammatically incorrect and likely to be limited to a
small number of grammatical forms.

Language differences between socioeconomic classes, in terms of

cla sroom performance, were summarized by Gordon (6). Middle-

class children mastered a higher number of speech sounds, artir-
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ulated better, demonstrated a greater frequency of mature-sentence
types, constructed more complex sentences, verbally built better-
elaborated concepts, and showed a higher incidence of words. On
the other hand, lower-class children's language behavior was found
to be characterized as "restricted," i.e., communicated signals and
direction with thinking confined to a relatively low repetitive level;
Generally, there was a delay in language acquisition which very
likely resulted in some difficulty in making the language transition
necessary for dealing with abstract modes of thought. While these
research findings demonstrated the profound and complex problems
faced by the culturally disadvantaged in the school setting, the find-
ings also established a research base for a different kind of language
research. 'This research began to ask a new set of questions. The
questions placed a new perspective on the language of the disad
vantaged. Much of the earlier research appeared to place the lan-
guage of the disadvantaged as an inferior version of standard
English. The new research considered the language behavior of the
disadvantaged as a different point on the language continuum that
ranges from the most formal to the most free. It also viewed non-
standard English as a separate mode of expression. Nonstandard and
standard English were viewed as different approaches to formal En-
glish, each having its own use. This view of the language acted as a
springboard to an entirely new series of sociolinguistic studies on the
language of the disadvantaged. Linguists conducting these studies
were concerned with 1) examining the language differences in the
black and white populations; 2) relating the language of the sociEltv
and educationally disadvantaged to school-related problems; and
3) exploring the possibility of developing instructional materials
based on the culturally different language systems of students.

What have the researchers found concerning the language sys-
tems of these different cultural groups? How do the findings of this
research relate to school problems?

To provide an answer to the first question, one need only, re-
view the studies of Bailey (1), Dillard (4), Labov (7) and Shuy,
Wolfram, and Riley (12). These researchers have described the tech-
niques and linguistic parameters of Negro nonstandard English.
Labov, however, points out that even though there are distinct Lea-
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tures in the nonstandard Negro dialect, these distinctive features
also occur in the speech of Northern and. Southern whites.

What are some of the features of the nonstandard English
dialect? Essentially the dialectical differences occur in the sound
system, grammar, and vocabulary. Some of the more obvious dif-
ferences in the sound system or phonological patterns are described
by Labov (7). He categorizes the phonological differences into three
classes: r-lessness, Messness, and consonant clusters simplification.
The r-less pronunciation refers to extending the vowel sound in
certain words so that the vowel sound obscures the r-sound. For ex-
ample, a lengthened vowel sound in either car or guard obscures
the r-sound. Other examples which Labov uses to illustrate the r-less
pronunciation are the centering glide sound or [sch w a] in place
of the r in fear, feared, care, cared, bore, and bored.

The bless sounds found in the Negro dialect are illustrated in
the following examples, Labov (7). Homonyms are formed by
the following words: toll == toe, help = hep, tool = too, all = awe,
Saul = saw, and fang& = fought.

In the class of consonant clusters, the most general tendency is
toward the simplification of consonant clusters at the end of words.
Labov points out that there are two distinct tendencies among
Negro speakers: 1) to reduce clusters at the end of worth, to single
consonants, (Fast-pass), (rift-riff) and 2) a more general process of
reducing the amount of information provided after stressed vowels,
so that individual final consonants are affected as well. (She wow!
She wild!)

The grammatical differences between standard English and the
nonstandard dialect of Negroes have been summarized by Karatz
(1968). Some examples of these differences relate to verb in number,
form, tense, subject expression, and use of the pronoun and in-
definite articles. In the Negro dialect, the speaker often neglects to
use a linking verb. For "He is going," the speaker of nonstandard
English says "He goin!" In the nonstandard dialect there is often
a lack of verb agreement. For He runs home,'" "He run home."
The verb form is also different. -"I drank the milk" becomes I
drunk the milk." In expressing the subject, the nonstandard dialect
speaker often inserts a pronoun immediately after the subject. "Joe
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he live in Pittsburgh." In using the pronoun, the nonstandard di-
alect speaker often uses the third person pronoun in place of the
first person Around. Instead of "We have to do it," it is "Us got to
do it." When the nonstandard speaker uses the indefinite article, the
a is not replaced by an in front of words beginning with a vowel. I
want an apple is stated as "1 want a apple." There are other exam-
ples of the grammatical differences in the language systems of the
speakers of nonstandard and standard English. (For a complete
listing of these differences see Karatz, 1969.)

Another facet of the nonstandard dialect of the Negro speaker
which has received some research attention is vocabulary. Shuy (ii)reports that teachers hold the erroneous concept that because they
lack school vocabulary disadvantaged children also lack overall vo-
cabulary, Contradicting Shay's assertion that the disadvantaged stu-
dents do not lack general vocabulary is the research of Figure! (5)
and Loban (9). Figurel compared culturally disadvantaged student's
vocabulary with estimates from the Thorndikes' word list and found
the students to be below the Thorndike estimates at all grade levels
included in the study. Loban suggests that the disadvantaged were
inferior on "language fluency measures" reported in his eight-year
longitudinal study. One measure used to determine "language flu
ency" was the extent of the student's vocabulary. Possibly, the dif-
ference in viewpoints of these writers is a difference in research
methodology. Shuy (11) hints at this when he states, "The notion
that children in disadvantaged homes are products of language de-
privation seems to mean only that the investigators proved to be
such a cultural barrier to the interviewee that informants were too
frightened and awed to talk freely, or that the investigators simply
asked the wrong questions." While this statement is an oversim-
plification of the varieties of complex research problems an investi-
gator might encounter, it does provide some insight into the
methodological problems that could be involved with research in
this area.

While these are some of the current research findings concern-
ing the differences in the language systems of a selected population
of standard and nonstandard speakers of English, it is important to
stxess that these are differences and not deficiencies. Linguists study-
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ing the Negro nonstandard English agree that the differences are
systematized rules within the vernacular. The linguists agree also,
as Karatz (1968) points out, that these differences can interfere with
learning standard English.

A second question generated by the findings of linguistic re-
searchers is "How do these research findings relate to school prob-
lems?" Shuy (11) suggests these findings concerning the language
systems of the disadvantaged indicate that these students "speak an-
other language." Shuy suggests also that since the linguistic system
of the ghetto student is different from that of standard English, it
(linguistic system) does interfere with learning reading skills taught
in standard English. Labov (8), however, differs with Shuy's view
of the effect of linguistic differences on learning. Labov states, "Prac-
tically nothing has been done in examining the vocabulary of in-
struction to see when speakers of nonstandard dialects might be at
a disadvantage." He supports his viewpoint by pointing out that
only two kinds of nonstandard dialects have been carried out to
date: ". those carried out by linguists outside of school, and those
carried out by psychologists and educational researchers within
school." He states further, "The teaching process itself has not yet
been observed through the lenses provided by systematic sociolin-
guistic analysis" (p. 41).

Although Labov's views on the lack of research in this area were
valid at the time the statements were printed, more recent research
has considered the question of teacher and pupil language dif-
ferences. This research makes Labov's viewpoint less valid. A pre-
liminary survey was reported in the Reading Newsreport (10) of a
language project conducted by Marie Marcus at Louisiana State
University. She found that teachers of lower-class children in her
project use nonstandard English while instructing children. She
found also that lower-class children had difficulty in understanding
questions stated in standard English. One conclusion drawn by Mar-
cus was ". . without exception, that the teachers of the lower-class
children serve as poor language models." Even though some of the data
may suggest this conclusion, it appears pertinent to raise at least one
question. Do the teachers in the project without exception serve as
poor language models, or do-some teachers imitate the language of
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the children in order to communicate effectively with the children?
Stewart (13) offers another point of view. He maintains that

beginning reading materials should be adapted to the linguistic pat-
terns of nonstandard Negro dialect. This author supports his view-point by anticipating and refuting four possible arguments against
the development and use of such materials.

In summary then, while there does not appear to be unanimity
of opinion among the linguists concerning the educational implica-
tions of sociolinguistic research, two of the three authors quoted
above offer specific suggestions for making changes in school prac-
tice. Shuy (11) notes that educators have two options concerning
how to make adjustments for the dialectical differences between text
book materials and student dialect"One is to adjust the child to
suit the materials. The other is to adjust the materials to suit the
child." On the one hand, to adjust the child to the materials implies
that the child should learn standard English before learning to read.
Because of the complex problems in teaching a child a new language
and the questionable value of teaching students the standard En-
glish, Shuy recommends that materials be adjusted to the child. He
offers three specific suggestions for adjusting text rnatczials to the
social dialect of the culturally disadvantaged:

1. Include in the beginning reading materials the grammatical
forms which occur in nonstandard, even though they may be
absent in standard English.

2. Exclude from the beginning reading materials the am-
matical forms which occur in standard but do not occur in
nonstandard.
Write beginning reading material in such a way that the
syntactic structures of the written text reflect the syntactic
structures of the reader's oral language experience in a way
that is consistent with the task at handlearning to read.

These suggestions have direct application to beginning reading.
However, the suggestions also have implications for the culturally
disadvantaged disabled reader at higher grade levels.

Stewart (13) proposes a third alternative to alleviate the prob-
lems associated with the nonstandard dialect. He suggests that some
adjustment to both the materials and student be made. Initially; it
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would seem necessary to adjust the materials to fit the student's
needs. After some initial instruction, materials could be designed as
transition material, in which the student would have an opportunity
to modify his responses to match the standard dialect or to modify
the materials to match his dialect. The value of such a system would
be the gradual recognition of the standard dialecta prerequisite
to academic success.

This brief review of selected language research clearly suggests
new ways of thinking about nonstandard English dialects and new
directions for research on language and instructional Materials. The
research suggests that educators need to be sensitive to the stigma of
value judgments often associated with nonstandard English. Non-
standard English needs to be discussed as a difference model of En-
glish and not a deficit model. In addition, linguistic scholars need
to delineate clearly the differences between standard and nonstan-
dard rules and suggest applications for classroom instruction. Once
the rules are clearly defined it will be possible for teachers to learn
and apply the rules in the classroom. It will also be possible for pub-
lishers to consider developing instructional classroom materials
.which would incorporate the rules and discussions of their implica-
ticns.
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The Training and Use of Paraprofessionals
in Teaching Reading

ROBERT FARRAR KINDER
Connecticut State Department of Education

MANY TEACHER: have helpers today. These helpers:
collect money from pupils
keep the classroom neat, well- lighted, and ventventilated

write passes for pupils
requisition and Tnaintain supplies
check, inventory. and distribute materials
make attendance and lunchroom reports
handle routine classroom interruptions
help supervise in the lunchroom, assembly, study hail, corr

dor, and.playground
duplicate materials

requisition, operate, and make minor repairs on- record
players, filmstrip projectors and other simple equipment

Under a teacher's direction they frequently:
help set up bulletin boards and other displays

assist in preparing instructional materials
correct certain papers

_nter and average grades
make arrangements for parent-teacher conferences
handle makeup and homework requests for absentees
make entries in cumulative folders

administer certain tests
--conduct small-group drill

Depending on their special talents and s ,il.l s, they sometimes:
organize and maintain classroom files

type instructional materials, tests, and report
help lay out the class newspaper
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read and tell stories to pupils
play the piano

In short, clas oom helpers take over and do many of the non-professionaland even some of the semiprofessionaltasks of the`teacher. They relieve the teacher to spend more time in professionalactivities with pupils. These helpers, called parapx-ofessionals, pre-sent special challenges to schools and to reading instruction today.The paraprofessionalcalled nonprofessional, auxiliary worker,or teacher aide at various times and placesis not a completely newschool staff member. For many years schools have had a limited num-ber of aidesperhaps helping with the school library or lunchroomor serving as school attendance officers. However, only in the past fewyears has the assignment of large numbers of people as aides takenplace. The shortage of trained teachers; the explosion and prolifer-ation of new knowledge; the need to keep apace with the rapid ad-vances in technology; the dramatic changes in our society andour way of living; plus new funding available to local schools fromfederal and state programs, as well as from private foundations, toimprove education have all converged to bring about a fresh lookat, and new definitions of, the professional role of the teacher. As aresult, paraprofessionals have become staff members in a significantnumber of schools.

Prevalence of Paraprofessionals
In 1965, the New York State Education Department reportedthat the percentage of school districts using teacher aides had in-creased from less than 2 percent in 1955 to 68 percent in 1965 (6).Whereas in 1960 only 12 school systems in the six New Englandstates used teacher aides (5), by 1967 the number had grown to 230(4). In 1967 these 230 school systems in Connecticut, Maine, Massa-chusetts, New Hampshire, Vermont, and Rhode Island were usingmore than 2,500 subprofessional staff members. Indications are thatin some states with a longer history of wide use of teacher aidesMichigan, for example, where in 1952 the Ford Foundation fundedthe Bay City program which made systemwide use of elementary
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school teacher aide the percentage of school districts using aides
and the number of aides at work are likely to be even larger than
that reported for the New. England states and New York.

During 19654966, the first school year of operation under the
federally. funded Title I of the Elementary and Secondary Education
Act, which attempts to provide for the educational needs of econom-
ically deprived children and youth, schools throughout the 'United
States hired more than 180,000 nonprofessionals to work in this
program alone. Is it any wonder many people think that paraprofes-
sionals as members of school staffs are here to stay, and in large
numbers? If the present trend continues, and there is much to in-
dicate it will, more and more schools will be using an increasing
number of nonprofessional staff workers. Perhaps it won't he long
before the ratio of professional to paraprofessional staff members in
many schools is as much as 2 to 1

Role of Paraprofessignals
The role that teacher aides play in the school program is dif-

ficult to describe, partly because an aide's work is so diversified and
partly because just what a particular aide does depends on his skills,
his past experiences, his training, and the kind of person he is. Gen-
erally, his role is very flexible. He takes on new tasks as he proves
he can handle them. The undergirding guideline for his work is the
principle that he assists in instruction by assuming some of the more
mechanical aspects of promoting pupil learning.

Several reports describing duties assumed by paraprofessional
workers have been published in recent years. One of the most broadly
based of these reports is detailed in the NR A Research Bulletin for
May 1967 (3). The National Education Association surveyed the
duties assumed by 29,995 paid aides in schools throughout the
United States. The bulletin reports that the ten duties most fre
quently performed by aides, in order of frequency, were

1. duplicating tests and other material
2. helping with classroom housekeeping
3. typing class materials and tests

setting up A-V equipment and other instructional materials



66 USE OF PAILAWROFESS/ONALS IN CHING REMKNG

helping with children's clothing
supervising the playground

7. correcting tests, homework, and wort .hoo ks
8. reading aloud and story telling
9. assisting in the school library

10. collecting money from pupils.
Other recent reports draw a similar picture Reports fromFlorida (2), North. Carolina (1 ), and New York (6) all testify that

dudes of paraprofessionals were mainly noninstructional and clerical
tasks that supported the professional activities of teachers and other
members of the school staff.

In 1967 the New England Educational Assessment Project col-
lected data from 1,724 teacher aides in the six New England states
(4). The list of ten duties most frequently performed by these aides
includes seven that are similar to duties listed in the NEA survey.
The ten duties most likely to be performed by the New England
aides were:

1. providing
rials

2. helping supervise the playground
B. helping supervise the lunch period
4. assisting with housekeeping chores and

rangement
helping an individual child with hi
filing and cataloging materials
collecting money
checking objective test-

9. correcting workbooks
10. preparing visual materials for instruction as determined by

the teacher.
Of this list of duties, only helping supervise the lunch period, filing
and cataloging materials, and helping the individual child with hislessons did not appear on the NEA list.

The New England Study is particularly interesting because it
also asked 2,139 teachers who had_ experience in working with para-
professionals what school duties they would recommend aides shouldperform Most frequently recommended by these teachers were eight

clerical assistance including duplicating mate-
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of the ten duties aides were already performing with most frequency.
Only two frequently performed dutieshelping the individual child
with his lessons and correcting workbookswere not among the ten
most frequently recommended by teachers. On the other hand, two
others, not most frequently performedhelping supervise bus load-
ing and making out lunch reportswere recommended by almost
60 percent of these teacher. In the main, however, aides seem to be
most frequently perfoiming duties which are identical. or similar to
the duties teachers who work with aides most frequently recommend.

Paraprofessionals work at all levels of the school system. from
prekindergarten through the junior college. At present, however,
they are used in the largest number to assist in elementary schools
(2 4

Prior Education d Experiences of Parapro ss!onais

The New York survey ( showed that the level of educational
attainment reached by teacher aides -covered a wide range. Among
New York teacher aides in 1965, 15 percent had attendedbut had
not been graduated fromhigh school, another 53 percent had re-
ceived a high school diploma, yet another 23 percent had attended
but not been graduated fromcollege, and the remaining 9 per-
cent had received a college degree. The New England study (4) of
1,724 aides showed New England aides in 1967 had completed
slightly more years of education than reported by New York aides
in 1965. Only about 5 percent of the New England aides had at-
tendedbut had not been graduated fromhigh school while
considerably more than 10 percent held college degrees.

The New England study also showed that aides working in
secondary schools tended to have completed more year of education
than aides working in elementary schools. A comparison of educa-
tional attainment between aides working in elementary schools and
aides working in secondary schools shows:

_5 percent of the elementary school aides against 1 percent of
the secondary school aides have attendolbut not been grad-
nated.fromhigh school;
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--26 percent of the elementary school aides against 33 percentof the secondary school aides have completed from one tothree years of college;
10 percent of the elementary school aides against 28 percentof the secondary school aides hold a college degree.
Data from both the New York and New -England studies seemto point up three things about the number of years of educationcompleted by paraprofessionals: a) relatively few paid paraprofes-sionals have attendedbut not been graduated from high school;b) the vast majority of paid paraprofessionals have received, at least,a high school diploma; and c) a large number of paid paraprofes-sionals have completed at least some college education.
While the level of educational atta inment reached by para-professionals varies considerably, their ba,2kgrounds tend to be alikein other respects. Most teacher aides are married women, and manyof them have raised children of their own. Most of these womenworking as subprofessionals have had some prior experience inworking with children outside their own home as a cub scout denmother, a Sunday school teacher, or a leader of any of a number ofdifferent youth groups.

In some particular programssuch as those funded by ESEA,Title Ilarge numbers of teacher aides live r have lived, in thesame neighborhood as the children in the pro gra m.
The prior training and experiences of paraprofessionals areparticularly interesting when balanced by what school administratorsbelieve are desirable requirements for their employment. As a partof thL New England study (4), responses were tabulated from 230school superintendents concerning what they believed were desirablerequirements for employment as an aide. These superintendentscategorized each of nine characteristics of aides as required, desired,or does not apply. The nine characteristics they were asked to ratewere:

1. secondary school attendance
2. guaduation from secondary school
3. post secondary school study
4. a college degree
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clerical skills
6. successful experiences in working with children
7. parenc of a school age child
8. ability to assist with instruction
9. ability, to teach one or more classes
In response, more than half of the superintendents marked three

of the nine characteristics as either "required" or "desirable" for
employment as an aide_ These three Characteristics were a) grad-
uation from secondary school, b) post secondary school study, and

successful experience working with children. In addition, more
than half of the superintendents indicated that clerical skills were
at least desired if the aide was to work primarily as an educational
materials assistant or as a clerical worker. While most superintendents
did not mark clerical skills as a desirable requirement for aides
working as an instructional assistant, more than half of them checked
"ability to assist with instruction" and "a college degree" for an in-
structional, aide. It seems significant that only about one quarter of
these superintendents checked "parent of a school age child" as
either "required" or "desirable."

Most of this group of New England school administrators
seemed to believe that the number of years of education a prospective
aide had completed and his prior successful experieuce working
with children were most important for a teacher aide no matter what
he was asked to do in school. They also seemed to feel that clerical
skill was an important prerequisite for aides serving di clerical
workers or educational materials assistants and that aides serving as
instructional assistants needed a prerequisite ability to assist with
instruction.

Inservice Education of Paraprofessionals

Despite the fact that a few schools operate comparatively full
and thorough inservice training programs for paraprofessionals, in
most instances such programs are meager. They center largely around
a few days of orientation for aides before they begain working in a
school. After an aide begins working, the inservice education pro-

am in most schools becomes quite thin and widely spaced.
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The Florida Study of teacher aides (2) indicates that, in 1966,about one half of the 'counties that employed teacher aides requiredno special training for aides and that one half had no inserviceing programs. Only about one quarter of the Florida counties usingaides in 1966 provided training for aides through inservice meetingsand workshops. The NEA report :( 3) paints only a slightly brighterpicture for 1967. The NEA. found that teacher-aide training mostoften took the form of conferences between the aide and his super-visor, although it might take the form of preschool institutes or in-service workshops. Less than, half of the school systems using aideshad developed written materials for use with aides.An exception to the meager inservice education programs avail-able to most paraprofessionals is one sponsored by the University ofMaine under grants from the National Defense Education Act andthe Office of Economic Opportunity. This program included teach-ers, pupils, and prospective teacher aides. During June the prospec-tive aides and the children live together in a camp. Their weekstogether are basically unstructured and informal although emphasisis placed on getting to know and enjoy one another, and some in-troduction is presented to give the aides an idea of what schoolmight be like. During July -andF part of August, teachers join thepupils and prospective aides. Then, classes are held for teachers,pupils, and prospective aides. During these weeks the future aide hasfurther experiences in working with children, first experiences inworking with teachers, and opportunities to brush up on her owneducation and learn some of the skills she will find valuable as ateacher aide.

Of course, most local schools cannot expect to fund an orienta-tion program as expensive as that sponsored 'y the University ofMaine, but other opportunities are available for inservice educationfor their teachers and teacher aides. A school system might combinewith neighboring school systems to provide a comprehensive in-service education program it cannot support on its own. A schoolmight subscribe to an extension-service, inservice education programfor teachers and teacher aides (7). Whatevir form the programfinally takes, two factors are essential: a) the teachers =who will morkwith the aides should be included in the inservice program some
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times as instructors and other times as fellow students; and b the
inservice education program should include both adequate orienta
tion before the aide starts working and effective, continuing, -sup-
portive education after the aide has started work.

Salaries Paid Paraprofessionals

Some paraprofessionals are paid by the hour. Others are paid by
the day or week. Still other_ s are paid an annual salary. (No mention
has been made in this report about adult volunteers and student
tutors who are also, in a certain sense, paraprofessionals but who
often donate their services or work for very little money and who
present special challenges.) When an aide works as a part-time school
staff member, he is often paid an hourly or daily rate for his services.
However, when the aide's services become full-time assistance to
the schools, there is a tendency to pay him an annual salary.

Administrators frequently say that an aide's rate of pay is based,
r should be based. the kind of services he performs for the

school. Aides are paid widely varying amounts for their services. In
1966, Florida aides received between $1.00 and 11.50 per hour for
their services (2). In1965, the median category for an aide's hourly
pay in New York was from $1.59 to $2.56 per hour (6). In 129
systems throughout the United States that reported hourly rates for
the 1965-1966 school year, rates ranged from $1.25 to $3.15 per hour
and averaged $1.83 per hour (3). Among 230 school systems in the
six New England states in 1967, 78 percent paid aides less than sub-

.

stitute teachers, 10 percent paid aides the same as substitute teachers,
and 7 percent paid aides more than substitute teachers (4).

It is difficult to find evidence of the extent to which paraprofes-
sionals share in the fringe benefits available to other staff members.
It is believed, however, that many of the teachers aides are not yet
given an opportunity to participate fully in the insurance plans,
pension system, credit union, annuity programs, personal and sick
leave, and school visitation days available to other Khool stall mem-
bers in their district.

As more paraprofessionals become full-time, permanent mem-
bers of school staffs, schools may find it necessary to do two things to
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hold the teacher aides. First, systems probably will find it necessaryto increase an aide's salary in annual steps as.she becomes more experienced. Second, systems will find it desirable to include aides insharing the fringe benefits available to other members of the sclolstaff.

Certification of Paraprofessionals
Up to this time, most state education agencies do not certifyparaprofessionals. However, most have issued some sort of statementconcerning the role paraprofessionals play as school staff members.Generally, these state education agency statements make one or moreof these four points:
1. Paraprofessionals may perform noninstructional dude..Paraprofessionals are generally not certifiable as teachers.

Paraprofessionals assist certificated personnel; they do notreplace them.
4. Paraprofessionals relieve certificated personnel of some oftheir nonprofessional duties so that pupils are provided bet-ter learning situations.

As paraprofessionals become more numerous and permanentmembers of school staffs, without a doubt, there will be added pres-sure on state agencies to certify them. For the present, however,many people see real benefits in present practice. This new memberof the educational family is still proving himself. He is still findinghis most effective role in the schools. Some will be able to do verywell some of the jobs others can not do. Thus, keeping the para-professional's required training, experience, and his role somewhatflexiblewithin certain broad limitsenables local schools to con-tinue experimenting in new, creative, and more beneficial uses of anaide's own, individual talents.

Challenges of Paraprofessional
Paraprofessionals. present very special challenges to educatorsand, in particular, to reading educators. Some of these challengesmay be more easily met than others, but all must be faced before
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paraprofessionals in the schools can achieve what their potential use
promises. The challenges they present number, at least, seven.

1. Establishing need for aides. Too often, schools hire para-
professionals merely as an inexpensive means of augmenting the
existing staff. This practice is regrettable. The role these aides will
play is made clear neither to the staff members with.whom the aide
will work nor to the aide himself. When this condition happens,
difficulties usually arise.

The first challenge is for the creation of a detailed, written list
of school-program needs which might be filled by a paraprofessional.
The school staff, preferably the teachers or other staff members with
whom the aide will work, should develop this list. Both the staff
members with whom the aide will work and the prospective aide
should agree that the aide can perform the duties listed. Thenand
only thenthe school should hire the aide.

2- Identifying characteristics sought in aides. The character-
istics sou ght in prospective paraprofessionals vary considerably from
school to school and from job to job. This i jprobably as it should

be However, sometimes aides are senselessly hired; little regard is
paid as to whether they can do all the job requires.

The second challenge is for the creation of job specifications
which detail the essential characteristics sought in a prospective
aide. These prerequisites should he based on the specific duties listed

for a particular job. Certainly they should say something about the
required level of previous training; but also, they should say some-
thing about other essential previous experiences and skills for sic=
cessful performance of the identified duties. Most important of all,

they should attempt to describe the human qualities sought in a
particular aide. Certainly all aides must enjoy working with children--
and be able to work effectively with particular staff members; but,

for some, enjoyment in working with parents or ability to work ef
festively with an instructional team is equally important.

3. Attracting an increased number of male aides. Today most
paraprofessionals are women. Our schools run the danger of becom-

ing dominated by women. Not all chile identify easily with
women. The virile male image also needs to be present in the
schools.

The third challenge is to devise ways for attracting more men to
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serve as paraprofessionals. Some duties should be identified as dutiesthat can be particularly well-performed by men, and not just men inthe disciplinarian role. Then the school staff should institute anactive campaign to attract men to seek out the position.
4. Defining the instructional role. Definition of the in truc=tional role has proved to be a knotty problem. In a school situation,just where does instruction leave of and noninstructional workbegin? Is a playground an instructional situation? Yes, at times it isIs drilling a small group of children in listening for initial consonantblends instruction? Yes, in a' way it is. Until the instructional roleof professionals is more clearly spelled out, there is likely to continueto be confusion on just what is the noninstructional role of non-professionals.

The fourth challenge is to reach some agreement on the in-structional role of the professional and, in relation to that, the roleplayed by the paraprofessional. It is all well and good to say thatthe paraprofessional assists in but does not assume the instructionalrole of the teacher, but that is not clear enough. Anyone who hasever taught knows that a number of activities in instruction areprimarily routine and mechanical. They are not just the peripheralactivitiesthe money collecting and chalkboard erasingbut also in-clude drilling, playing educational games, and reading aloud tochildren. All of these, instructional activities seem important; butonce begun, all are more or less routinely in-plemented. Perhaps theinstructional role should emphasize the activities of the professionalprimarily as the diagnostician, the prescriber, the director, and theevaluator of learning for pupils. Then a clearer role might emergefor the nonprofessional as the implementor who assists the profes-sional in his work.
5. Providing improved inservice education. As mentioned pre-viously, inservice education programs for aides and for the teacherswho work with aides are generally lacking or are quite superficial.To derive full value from paraprofessionals, action must be takento remedy this weakness.
The fifth challenge is to provide unproved inservice trainingprograms. Such programs should include an orientation prosgTambefore paraprofessionals start working plus a continuing, supportive
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program after they have begun their work. Programs should not
only involve the aides but also the teachers with whom they work.
Sometimes these teachers might serve as instructors in the program
but, at times, they would be fellow participants.along with aides. As
aides become more experienced, they might help plan for their
own continuing, inservice education. The programs should provide
opportunities for aides to continually develop the understandings,
skills, abilities, and appreciations that will help them function ef-
fectively on the job.

6 Assuring competence among aides. Most state education
agencies do not presently certify paraprofessionals for their work.
However, positive steps must be taken now by local school staffs to
protect children from the .occasional paraprofessional who may not
work out as planned.

The sixth challenge, then, is to establish criteria and procedures
for evaluating the work aides do. Has pupil attendance improved?
Are differences noted in pupil classroom behavior? Have pupil at-
titudes changed toward themselves? toward learning? toward the
school? Have changes occurred in pupil academic achievement?
These are just a few questions aschool staff might ask in< the attempt
to evaluate and make changes in a school program utilizing para-
professionals.

7. Retaining successful aides. In the near future, the more
successful aides will be attracted to the schools where they can be
happiest in their work. Successful aides will want to work where they
can be most financially secure, where they feel they are needed most,
where they feel they stand the best chance of doing their best, and
where they feel their best efforts are. appreciated.

The seventh, and final, challenge is to create school working
conditions that will encourage successful paraprofessionals to want
to stay. Certainly full acceptance of an aide by all as an important
staff member is crucial. Opportunity to receive raises in salary as
experience increases is also essential. Almost as important for retain-
ing successful aides are other work conditions: opportunity to par-
ticipate in school insurance and pension plans, availability of sick
and personal leave days, inclusion in staff social functions, school
encouragement to attend professional Meetings, staff interest in
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aides as people, and many others. Successful aides will want to stay

on the school staff which offers them the best working conditions.

Conclusion

Almost every teacher and reading specialist will soon be touched

if he has not alreadyin some way by one of the newest members

of the educational family: the paraprofessional. Many teachers and
reading specialists-will have the opportunity to work with an aide.
As educators concerned with children first and with children learn-
ing to read second, each teacher and reading specialist must meet
the challenges to reading presented by the use of paraprofessionals
and must contribute his best to the solutions.
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URBAN CLASSROOM APPLICATIONS

Beginning Readers for Speakers of
Divergent Dialects

JOAN C. BARATZ
Center for Applied Linguistics

TEACHING CHILDREN to read, write, and cipher has been the chief goal
of public school education since it was begun in this country.

It is becoming increasingly more evident that our schools, espe-
cially our urban ghetto schools, are failing miserably in their attempt
to produce a literate student body: With the increasing frustration
of these ghetto youths and the increasing demands for highly trained
workers in our technological society, the failure of our schools has
become a national crisis.

The question, then, is why are we suddenly tillable to educate
these children? The first and most obvious response is that we have
not suddenly failed to educate these children; if anything, we have
suddenly become interested in educating them. The expansion of
the concept "education for all" to include large portions of the black
community is a relatively new phenomenon. And it is just recently
that we are realizing our dismal failure in our initial attempts at
universal education in the United States.

But why is it that in our efforts to expand education to a larger
sector of the Negro community we have failed?

One immediate answer, an answer quite- often articulated by
the black militants who want "community control" of their neighbor-
hood schools is simple"Whitey doesn't want to educate us." This
response fits nicely into the oppression model of behavior; the solu-
tion to oppression is to remove iti.e., black power, community con-
trol of school --sbut it is not sufficient. Political solutions are not
educational solutions.

The answer is not so simple. Many white teachers do not go into
the schools hating and fearing Negroes, nor do they go in deter-
mined to mark time in the classroom so as to keep the black child

77
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ignorant, Quite often the white teachers are more accepting of the
black, slum children than are the black teachers who sometimes
view these children as innately stupid, nasty, and a "bad reflection
on the race." Indeed, in general the success of the black teachers is
not inordinately higher than that of the white teachers. (Militants
may wish to argue that the black teacher is a victim of the system, or
that the white power structure prevents her from doing her job, but
v e shall save that debate for another time.)

The white or black teacher, regardless of his attitudes towark
the children, goes into the classroom to ply her trade. When she
first enters the classroom, she intends to teach these children in the
best way she knows how. Herein lies the problem, the best way
she knows how" has no relevance to the children that she is teaching.

The teacher does as good a job as she knows how to do; she
works with curricula and materials which she knows work with other
childten, and she watches them fail in her classroom. Given this
situation, she has several alternatives: I) to deny they are actually
failing (thus, Miss Bowen's Teacher Inventory indicates that her
students are at grade level at the end of second grade and then the
following fall Miss Smith finds this is not the case at all); 2) to as-
sume that the children are innately uneducable because the tried
and true methods haven't worked; 3) to assume that the children
can't learn because of their alleged pernicious home environments;
or 4) to assume there is something wrong with her method and ma=
terials that interferes with the ghetto child's learning to read.

Only alternatives three and four 'allow for relevant discussion
in terms of creating a reading program that will allow ghetto
youngsters to learn to read. Alternative three postulates some kind
of pathology in the home environment which then interferes with
the teacher's attempts to educate the youngster. One of the alleged
problems of the home frequently referred We concerns the child's
achieving the proper attitude toward school that will allow him to
be successful. A great deal of, the literature deals with motivation
LA it relates to the child's attitudes toward school and the mothet
participation in the childrs school experiences. Over and over we
find-attestations that the child is told simply to mind the teacher
rather than to go to school' and learn because leaining is fun and
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excitingan attitude which many educators seem to think is relevant
to school achievement). Although many mothers articulate high goals
for their children, these same mothers do not participate in PTA and
other school related activities; and thus educators see the mothers
as insincere in their goals for their children. Since banks are not
prevalent around the ghetto home and most members of the ghetto
community are not library habituds, many educators assume, ergo,
these children are not interested or properly motivated to learn to
read! Of course, there is no research to substantiate these assump-
tions on the part of educators.

I have yet to meet the first or second grader who was not sin-
cerely interested in gaining his teacher's approval. Nor have I met
the primary school- child who has recognized that reading has no
relationship to his life-style and therefore rejects efforts to teach him
reading skills. What the children may reject is what the current
teaching methods and materials tell him about himselfsomething
very different from rejecting reading per se. By denying the legit-
imacy of the child's linguistic system, the school currently teaches
him that his language and therefore, he, himself, is no good, in-
ferior, and not behaving in the way a good big boy is supposed to
behave. That concept is what the child rejects!

The crux of the reading problems in ghetto school lies in
alternative fourThere is something wrong with the present method
and materials. We do not have reading failure in the classic sense.
Wiener and Cromer in their article in the Harvard Educational
Review discussed at some length the difference between a reading
problem and a language problem. They stress the need to deter-
mine the relationship between language differences and reading
problems since a failure to be explicit about the relationship be-
tween reading and previously acquired auditory language often
leads to ambiguities as to whether a particular difficulty is a reading
problem, language problem, or both.

The question then arises as to what the language differences in
the speech of ghetto black children are and what role these differ-
ences play. in the acquisition of reading skills. The purpose of the
present paper is to demonstrate that the dialect cif Negro nonstan-
dard children is s ciently divergent from standard English so as



80 SPEAKERS OF DIVERGENT DIALECTS

to cause difficulty for children who are attempting to learn to read
in a dialect which is not similar to the dialect that they speak. Thus,
the reading failure results from what Labov has described as "the
ignorance of standard English rules" on the part of the potential
readers on the one hand, and "the ignorance of nonstandard English
rules on the part of teachers and text writers" on the other hand.

I would first like to illustrate how some of the current reading
materials for beginning instruction come into conflict with the rules
of the system that the ghetto child uses. A typical beginning reading
approach involves many hours spent in auditory discrimination or
phonics, where the child is supposed to be able to make the distinc-
tion between the various sounds that occur in the language he is
learning to read. Many a phonics book spends tine having the child
learn the difference between /i/ and /e/, a distinction which is not
present in the speech of Negro nonstandard speakers when the /i/
or /c/ precedes a nasal sound as in /pin/, which in nonstandard
could mean either an instrument with a sharp point that one uses
to hem up a dress or an instrument with a s!--irp point that one uses
to write with. Similarly, a good deal of time is spent in phonics books
identifying initial, medial, -1 final sounds; some of these sounds do
not occur in nonstandard final position; for example, the /d/ in
hand is not present in nonstandard /limn/. These are just a few ex-
amples which illustrate the _difference between the phonics book
and the reality of the child.

However, more prominent differences begin to occur when the
child is past initial word recognition and begins to deal with the
language of the primer. Here the differences in syntax between the
child and the printed page creati, great problems. Among the
prominent syntactic differences are the following: 1) The absence
of the ropula in the child's speech; thus, we get "Leroy big' while
the primer states "Leroy is big" Actually the primer would prob-
ably say Susie, or Bobby or some other narn,- that is very infrequent
in the black community. 2) The absence of marker of third person
singular; thus we get "Henry see Spot" for "Henry sees Spot." 3) A
difference in verb agreement so that the child says, "She have a
dog- while the primer is likely to say "She has a dog." 4) A different
rule for the indefinite article, so the child says, "I got a apple," and
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the primer is likely to say, "I have an apple." This is just a small
list of the many differences that exist. Of course, there are also some
structures that are frequent in the child's language that do not ap-
pear in standard Englishthe be form as in he be busyand thus
a familiar construction such as this never is presented to the child in
his initial attempts at deciphering the printed code.

Because of these differences between the child's system and that
of the printed page, it is the contention of this paper that beginning
reading materials must be presented in the child's system. First, he
must be taught to read, and then he can be taught to read standard
English. Shuy has discussed three general principles concerning
beginning readers for dialect speakers:
1. The grammatical choices should not provide extraneous data . . . the
text should help the child by avoiding g_ raMmatical forms which are not
realized by him in his spoken language.
2. The grammatical choices should provide adequate data. In the case
of beginning reading materials for nonstandard speakers, grammatical
forms which occur in nonstandard but not in standard should be inserted
where they appear natural (the be. in "All the time he be happy," and
the to in, "Make him to do it," for example).
3. The grammatical choices, should provide sequentially relevant data.
in the case of beginning reading materials for nonstandard speakers,
syntactic constructions such as adverbial phrases should be reduced to
their derivative norninalized forms where it is natural to do so in the
dialect (the as a janitor in the sentence, "Sarnuers.brother is working as
a janitor," for example [would ls,1 reduced to "Samuel brother, he a
janitor.").

But where is the evidence that linguistic interference is the factor
that is preventing these children from 'caring to read? First, I would
like to present the theoretical basis. In 1953, the UNESCO report re-
garding the role of language in education stated that "It is axiomatic
that the best medium for teaching a child is his mother tongue.
Psychologically, it is the system of meaningful signs that in his mind
works automatically for expression and understanding. Sociologically,
it is a means of identification among the members of the community
to which he belongs. EdneaLionally, he learns more quickly through
it than through an unfamiliar medium." Since 1953, studies em-
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playing the recommendations of the UNESCO report have clearly il-
lustrated the importance of considering the vernacular in teaching
reading in the national tongue. This finding has not only been
demonstrated when the national tongue and the mother tongue were
two Jiff ret languages but has also been shown in regard to literacy
in a dialect that is different from the one that the child speaks. (See
the work done in Sweden by Tore Osterberg.) I submit that the
situation with black children in the United States is similar to the
literacy problems of India, Africa, Sweden, and Puerto Rico.

Linguistic interference is clearly here; I will present two ex-
amples of it one anecdotal and the other research data. The first
has to do with my two children, Jennifer, age 4, and Sharon, age 3,
who were playing with 011ie, a 10-year-old Negro nonstandard
speaker frnm Washington, D.C. The girls were putting on plays that
011ie was directing. They had "sold" tickets and my husband and I
were the audience for a performance of Jack and Jill. Jennifer was
ill; Sharon was Jack; and 011ie was the producer, director, and

narrator. As 011ie intoned "jack and Jill went up the hill to fetch a
pail of water," Jennifer and Sharon proceded up the hallway with
an Easter basket serving as their pail. "Jack fell down and broke his
crown"with that line "jack" did a somersault and then picked
up the Easter basket, removed a large preschool crayon and broke
it in half "and Jill came tumbling after." The interference here is
obviousto 011ie, crown and crayon were homophones, and crayon
was the word that was more frequent in his vocabulary so he pre-
sumed it was the word in the nursery rhyme. Nursery rhymes aren't
supposed to make too much sense anyway!

The second example of interference involves a research study
in which black third grade students were asked to repeat exactly
what they heard on a tape when sentences in standard and Negro
nonstandard English were presented to them. When the child heard
a sentence such as I don't know if I can go to the movies, he re-
sponded in nonstandard I don't know can I go to the movies; how-
ever, when presented the nonstandard sentence That girl she don't
have no clothei to wear, the child responded with That girl she
don't have no clothes to wear. On the other hand, white, standard
English speaking children when presented with the same task per-
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formed the same way; but instead of translating the standard into
nonstandard, they translated the nonstandard into standard so that
in response to I don't know can I go, the white child responded with
_I don't know if I can go. Clearly, the child's own system was com-
peting with the "foreign" system that was being presented.

But one might ask, why doesn't more of that interference show
up on oral reading performance? Probably the most obvious answer
is that in order to test a child in oral reading he has to have attained
a reading proficiency which precludes many of the children we are
talking aboutthe nonreaders. Or one has to test a child who by
the third grade has finally attained some proficiency with primer
material. The best way to determine the extent of the interference
factor is to teach the child to read initially in his dialect.

The work of the Craft project in New York clearly indicated
that by the third grade, the time when the grammar in the texts
really begins to be complex, children who were presented initial
reading materials in the experience chart mannerLe., the child's
own language and grammatical systemwere significantly better read-
ers than the children who had been given the basal readers.

Because of the divergence between the standard basal readers
and the child's language, dialect-based texts should be used as the
first readers for Negro nonstandard speakers. These texts should
represent the grammar of the child. The orthography of these texts
should be in standard English orthography, since standard English
orthography fits equally well or equally poorly) standard or Negro
nonstandard speech.

The use of dialeft-based texts allows the child to learn to read
something with which he is already familiar. In addition, the ad-
vantage of the dialect text over the experience chart, or as the next
step, is that I) vocabulary can be controlled; 2) one doesn't have to
rely upon the teacher's knowledge of the dialect (which is necessary
or else she is liable to "fill in" on the experience charti.e., she
liears "John, he run after Mary" as "John runs after Mary"); and
3) transition texts may be provided that move from nonstandard
English into standard English so that the child may learn the rules
as he proceeds.



Teaching Beginning Reading to Dis.adVantaged

Children from Picttres Children Draw

PENNY PLAIT
Washington, DEC., Public Schools

THIS IS THE STORY of an experiment which was undertaken to improve

the reading performance of children in the ghetto schools of the

District of Columbia during the years 1966 to 1969k

The experiment was somewhat unusual in that it was initiated

by an art teacher rather than a reading teacher. It was started because

the art teacher could not understand why lower grade ghetto chil-

dren, who drew as easily and as well as the lower grade children in

the fancy middle-class schools:had so much more difficulty in learn-

ing how to read. Drawing at this level required the ability to or-

ganize thought in a logical and orderly manner; the same skill that

is necessary for reading or, as a minimum, for reading readiness.

Therefore, theoretically, one child who indicated reading readiness

by demonstrating an advanced concept in drawing should have been

able to read at approximately the same time as another demonstrat-

ing the very same concepts in his drawings. Yet, something was

blocking the development of such reading readiness in the ghetto

child. How could it be overcome?
To understand the relationship between children's art and

reading readiness, which first pointed up the problem, it is necessary

to review briefly the stages in the development of children's drawing.

Stages of Development in Children's Art: Scribbles to Symbols

From the age of two on, a child starts to scribble. Scribbling is

no more than a muscular exercise until the moment when the child

learns that he can control his scribbles. But sometime after that, his

picture will suddenly appear like a confetti of geometric shapes end-

lessly repeated all over the paper. This ability to repeat a shape gives

84



PLAIT

85the child the sense of mastering a situation and contributes im-
measurably to a feeling of personal power. Later, the child will as-
semble these geometric cirles, rectangles, and squares into ag-
gregates of recognizable forms. To the circle, which is now the sun,
the child adds rays. The sun, in turn, will be transformed into a face,
and the rays to feet and then into arms, and an identifiable person
will emerge. By using similar combinations, the child will arrive at
plants and objects until eventually the child will establish fixed pat-
terns for each concept. Early in this symbolic stage, the child starts
to name his symbols. This is the first indication to the adult that
the child undArstands there is a relationship between his marks on
a surface and his thoughts.At this stage of conceptualization, however, these drawn objects
float on the paper, unrelated spatially to one another. A tree may be
drawn above a person; a car may be upside down with the steering
wheel 'outside of it. In themselves the concepts are complete, but
they are disembodied and bear no relationship to their environment.

The Development of the
GroundlineSkyline ConceptThe next developmental stage is the most significant for readingreadiness. In this stage, the child discovers he is part of the external

world, and he establishes symbols to represent it. He starts his, pic-
tures with a horizontal blue sky above and a horizontal ground
across the bottom of the page (or he uses the loWer edge of the
paper to indicate, the ground). On it stand people, plants, animals,
and objects, all lined up in a row, upright, and perpendicular to the
ground. The yellow sun appears in correct relation to the sky. This
is the stage when chimneys slant precariously, but logically, because
the oblique line of the roof is now ground line for the chimney

The age at which the child arrives at the
skyline-groundline

stage (or standline, as some investigators have called it) may wellrepresent the "horizontality" needed for reading. This stage indicatesthe child is now able to place objects in proper spatial relationships.
In reading, this same feeling for spatial relationships is especiallynecessary to arrange letters to form a word symbol_A teacher who attempts to transmit concepts of letter and word
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relationship3 before the child shows evidence of seeing relationshipsin his drawn images is wasting her time and may also threaten thechild's self-confidence.
It is scientifically established that the majority of children gothrough these stages of artistic development with evolutionaryregularity. Some children will arrive at a given stage sooner thanothers. (The child who has been deprived of picture-making op-portunities will take significantly more time before arriving at goodobject-space relationships; but, frequently, compensatory artistic ac-tivities will remedy this gap.)

7=2,acedures

Initially, the art teacher attempted to bridge the gap betweendrawing and reading readiness by using an experience approach.This effort consisted of a painting experience, with children dictat-ing their stories followed by a readback. This technique was usefulas a vemedial technique but did not build an initial core vocabulary.A slightly better result was achieved when the children wereshifted from paint to crayons, and the dictated story was reduced toa single sentence written directly on the bottom of the child's paper.By shifting to crayons, a simpler and more controllable medium, theimagery and ideas on the pictures increased; but there was still nodevelopment c!.. an initial sight vocabula

The Picture-Word Technique of the Experiment
Dramatic results were obtained, however, when single wordswere written directly on the child's crayon drawing, as close aspossible to the object which the child had not only drawn butnamed. For example, the child was told, "Here is your picture fortree," and the word "tree" was written as closely as possible to thechild's image of a tree. The children greedily requested more andmore words, and words, were given for each drawn object requested.Not only did the children read the words back, but they also drewthe: words or "word pictures" as they called them.By juxtaposing the words directly on the picture only one new
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element was introduced into a thoroughly familiar situation, and as
a result the children produced word-pictures as effortlessly as ordi-
nary drawings. What had started as imitation became assimilation
after three or four repetitions. For the children this was the moment
of insight, the grasping point. As in the Kohler experiment in The
Mentality of Apes, it was the moment when the ape in the cage
suddenly discovers that the stick, whose purpose he had not under-
stood until that moment, can be tksed outside the cage to move the
banana to a point where he can seize it with his hand.

A child cannot draw what he does not know, but when he
draws an object the teacher can be sure the child personally under-
stands its use, its function, its name, and its reason for existing.
The word is comprehended and relevant to the child's life style;
the only thing he doesn't know about it is how it looks as a word.

The Picture-Word Vocabulary

The same words were constantly requested: sun, sky, tree, grass,
house, and bird. This repetition was neither a surprise to the art
teacher nor to the participating reading teachers. These environ-
mental features regularly appear with absolute predictability on,
the majority of drawings and paintings in the lower grades_

These predictables appear regardless of the socioeconomic back-
ground of the child and regardless of color, country, or culture. The
child arrives at a picture repertory of conceptual clichés. There is
a lollypop tree, a pointy-roofed cabin type house (even though the
child may live in a tenement), and there are rigid color concepts:
the sky is always blue; the sun always yellow; the grass, an undeviat-
ing green; apples are always red; and all people stand in frozen
positions. These stereotypes have instant meaning for the child, and
if the word is presented next to the picture, it also acquires instant
meaning.

Description of the Platt Preprimers

No commercial preprimers were available using this initial
sight vocabulary. Accordingly, 50 handmade primers were made by
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the art teacher so that an organized reading experiment for 100
children could be started which would use these words. Children's
illustrations were used for the illustrations which cut picture inter-
pretation time down to zero.

The Platt preprimer vocabulary starts out using words exclu-
sively from the child's picture and color schema, Le., blue sky, yel-
low sun, green grass, and red apples. Gradually, additional vocab-
ulary derived from the Dolch list is introduced with preference
given to rhyming words, until by the end of Book 3, the child has a
total vocabulary of 280 words, all the vocabulary required to plug
into the first readers of the four major basal reading programs.

Results

In the test school, which is located in the heart of a low-income
housing project in downtown Washington, D. C., reading readiness
time was greatly reduced even for some children who had not been
to kindergarten. Readiness consisted of several weeks of drawing at
the seat and at the blackboard, by which time the children had
become strongly word-oriented and reading-motivated.

And, reading performance showed statistically significant im-
provement. By the end of March 1969, all the children who had
started in the program in September 1968 were beginning the Ginn
or Sht. Ion basal first readers; and it is expected that before the close
of school this June, the children will have completed at least two
other parallel first readers being used in the test school. It should
be noted that the test school is one in which 20 percent of the chil-
dren in the control group (the rest of the school) were still in reading
readiness as of the end of March 1969, and reading disabilities were
running as high as 30 percent. It should also be noted that no
teacher's manuals were then available for the prepriniers and that
the materials were as new to the teachers as to the students.

es of Tests Used

At the time this paper was prepared, no standardized tests had
been administered_ However, the children successfully attacked the
following tests designed by the classroom teachers:
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1. The child is given a paragraph to read and afterwards
answers yes and no questions about the paragraph.

2. The child reads a paragraph and then draws; in an allotted
space, what the paragTaph has asked him to draw.

3. The child is asked to fill in blanks within a paragraph.

No difficulties are therefore expected with the auditory and
visual discrimination skills tested for in the standardized test.

Implications for Readiness

The inculcation of the understanding that the word was itself
only a picture accounted for much of the program's success. This
was a itechnique which was discovered when the traditional art
teacher taboos against writing on a child's picture had been broken.

Readiness time was cut to a minimum when the raw material
of the child's personal pictures, wherein he creates his own world,
were exploited. Traditional readiness methods have not worked well
with experientially deprived children and even when they have
worked, have consumed an eacessive amount of time.

In this experiment, by letting the child use his habitual clues,
the learning task becomes easier since the child knows in advance
the concepts he will read about before facing the reading task.

In the Platt preprimers, the young reader sees the picture of
an apple, thinks "apple," and reads "apple" However, in most of
the existing basal readers, the young reader sees a picture of a wagon
and thinks "wagon"; but instead of being given the word "wagon"
to read, he is given words such as "ride" or "look."

Implications for Reading. Performance

The earliest reading attempts in this program are associated
with pleasure. Using a vocabulary derived from the child's images
creates beautiful empathy between the reader and the materials to
be read; and. if this vocabulary, from the family of children is
presented in comfortable bite zed units, successful reading is the
result.

Incid ntally, these pr primers are completely multi-ethnic, since
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young children do not color in faces. The coloring of faces is a much
later pictorial development because it requires considerable sophis-
tication to accept an overlapping of shapes; the situation which exists
if faces are to be colored in.

Implications for Creative Writing Performance

The oral language the child uses to tell about his picture is the
language used in the experimental readers. The creative writing of
the children in this program was filled with beautiful imagery, even
when all a child did was to itemize the elements within his picture.
Existing traditional early-reading materials use a conversational
style which is not adaptable to the kind of vocabulary a child needs
for creative metaphorical writing.

Conclusions

When a word is presented as a picture form, or as a linear
picture, there is an easy transition from drawing to writing and
reading.

The institution of the program resulted in measurable success
in improvement of the disadvantaged child's reading performance.

This program requires no special hardware and no teacher
retraining. It should also reduce the need for expensive remedial
reading programs in the future.

A pilot program using a larger sample was planned for the fall
of 1969 in the District of Columbia schools.
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Working with the Urban Disadvantaged:

Beginning Reading Project
MnuAM L. GOLDBERG

and
MARION S. TAYLOR
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THE BEGINNING READING PROJECT entered the first year of operations

in New York City public schools with kindergarten level pupils in
September 1956. The intent of the project was to examine the ef-

fects of various approaches to the teaching of beginning reading to

disadvantaged children.
Research was designed to allow for the simultaneous examina-

tion of the effects of 1) early (kindergarten), normal (grade one) and

late (grade two) introduction of formal reading instruction; 2) com-

pensatory perceptual, language, and concept development programs
of one, two, or three years' duration; 3) the meaningfulness of the

content, from meaning related to the life of the child (pupil gen-
erated or prewritten) through meaning not necessarily related to the
child's life or experience, to not necessarily any meaning at all; and

4) the regularity of the phoneme-grapheme relationship in the lan-

guage code usedfrom normal, regular, or irregular English spell-
ings, through the use of regular spellings only in traditional orthog-
raphy, to the use of a regularized alphabet such as i.t.a.

Issues to Be Examined by the Project

Three Major methodological questions were raised related to
time of beginning, content relevance, and the sound-spelling re-
lationship. In addition, a series of questions were raised dealing
with some of the underlying variable '. related to success in reading.

91
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Major Questions
1. Does the point at which formal reading instruction is introducedhave any effect on later reading achievement?

' a. Would varying points of introducing formal reading have dif-ferent effects on pupils who had and those who had not had previouscompensatory programs to develop perceptual, language, and conceptualabili ties?

(1) Would such compensatory programs be more or less effective ifprovided at the nursery, kindergarten, or first grade levels?
(2) Would the cumulative effects of two or three years of com-pensatory experiences, without formal reading, be more effective than asingle year at any of the three levels?
b. Would the introduction of formal beginning reading at kinder-garten and grades one or two show differential results at the end ofgrade three?
(1) Would such results vary with the amount of compensatorylearning that the child had had prior to beginning reading?
2. To what extent does the meaningfulness of the content throughwhich reading is taught affect pupil achievement?
a. What would be the relative effectiveness of an approach basedentirely (in its initial stages) on decoding, with little or no attention paidto the meaning of the material used, and one which emphasized themeaning of the material and moved from experience to decoding?b. Would content derived from the pupil's experience (either pupilgenerated or included in textbooks) show better results than content notparticularly related to pupil experience?

c. Would reading comprehension (as against word recognition ordecoding) be differentially effected by meaningful and nonmeaningfulmaterial?
3. To what extent does regularizing the sound-spelling relationshipin the English language facilitate learning to read?
a. Would a reading program which, in its initial stages, utilizesonly the regular aspects of the English language be more effective thanone which uses some other basis for selecting reading material (frequencylists, pupil experience, basal series) without regard to its phonemic consistency?
b Would initial teaching through a regularized, relatively in-
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variant grapheme-phoneme relationship as in i.t.a. prove more effective

than the use of standard orthography?
(1) Even if initial learning in an i.t.a. program is eater, would

transfer to standard orthography confront the pupils with problems
which would erase the advantages of initial success?

(2) To what extent would the early success (if achieved) be re-
flected in more extensive reading, even if early advantages in decoding
or comprehenion were not maintained?

Additional uestions Related to Underlying Variables

4. What is the relationship between the child's perceptual, lan-
guage, and conceptual development and his success in reading under the
several approaches suggested?

a. Which of the perceptual abilities (visual, auditory, tactile) ap-
pears to be most crucial in learning to read (decode)?

b. Are deficits in some areas compensated for by strengths in other
Are some deficits more readily overcome than others?

c. Is the pupil's language ability (vocabulary and syntactical struc-
ture ) related to success in beginning reading? Is there a minimum level
of language facility essential to success in reading?

d. Does the pupil's speech (dialect, foreign language accent) inter-
fere with auditory discrimination of standard English speech and with
learning to read (decode)?

e. Is any one approach to teaching reading more effective for pupils
who show specific patterns of difficulty?

Structure of the Project

The project is longitudinal in nature; it follows a large sample
of pupils from kindergarten through third grade. The majority of
pupils can be characterized as disadvantaged, attending schools either
within slum and ghetto areas of New York City or on the peripheries
of such areas. The initial sample (at the kindergarten level) included
approximately 7,000 pupils in some 300 classes. Normal mobility
and attrition of classes or whole schools have brought the sample

dom.' to some 3,500 pupils in 126 classes at the end of second grade.
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dergarten Phase

1. The 300 kindergarten classes were unequally divided into
nine treatment categories. About one-third of the classes remained
in regular kindergarten programs. Another third was involved in a
structured program which stressed perceptual, language, and con-
cept development (PLC). The remaining classes were divided among
seven reading programs:

a. Basal reader (in traditional orthography with materials
relevant to an urban, multi-ethnic population

b. Language experiencewhere children created their reading
materials from their experiences.

c. Basal reader in i.t.a. (same as in b).
d. Basal reader in i.t.a. with material devised from life situa-

tions generally foreign to the children in the project.
e. Basal reader in with material of general children's in-

terest: animals, space, family, etc.
f. Linguistic materials with an emphasis on decoding and no

emphasis on meaning of any kind.
Linguistic materials dealing with meaningful (though not
necessarily relevant) content.

2. The first semester of the kindergarten year was devoted to
training the teachers in their specific approaches. The teachers of the
regular" classes attended a series of lecture-discussions dealing with

interpersonal and learning problems in their classes. The actual in-
terventions were introduced in February of the kindergarten year.

3. All children were tested on a group reading prognostic bat-
tery, both at the beginning and at the end of the kindergarten inter-
vention period (February and June). In addition, a sample of some
1,500 children received individual tests representing an upward or
downward extension of the group test material, as indicated by their
group test performance.

First Grade Phase

1. All children who had begun formal reading instruction in
kindergarten continued in their respective programs in. grade one.
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Of the children who were in the regular in) and the PLC classes in
kindergarten, most went into one cr another of the reading pro-
grams; but some 16 PLC classes and another 16 i classes went into
an advanced PLC program: For most of these children, formal read-
ing instruction was delayed until February or March of their first
grade year. At that time, these classes entered one of four reading
programs

a. Basal reader in traditional orthography dealing vith relevant
material.

b. Language experienced coupled with individualized reading.
c. The i.t.a. series with materials of general pupil interest.
d. Linguistic series with meaningful content.

2. All first grade teachers received their initial training by the
project the semester preceding their active involvement in the
gram and continued to receive additional training during the course
of the year.

3. All children were tested on a battery of group and individual
reading tests at the end of grade one. The tests were tailored to the
specific decoding skills, content, and vocabulary of each of the several
reading programs. The tests were designed to tap decoding skills,
word recognition, and several aspects of comprehension, including
general content, main idea, and sequencing. Each skill was assessed
through a separate test.

Second Grade Phase--
The second grade represents the final year of project interven-

tion in the schools.

1. During this year, all pupils continued in the reading pro-
grams (or their logical extensions) begun earlier.

2. As before, second grade teachers were initially trained dur-
ing the semester preceding their active involvement in the
program and received additional training during their year
of participation.
At the end of grade two, all children are initially tested on
a common battery of tests composed of material drawn from
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the several programs. On the basis of their perforniance on
this battery, pupils will either be given a higher level, a
more generalized test, or simpler materials more closely
related to their own programs.

Third Grade Phase

For third grade, schools will make all decisions regarding place-
ment and program for the pupils. The project will enter only at the
end of the year to administer a series of assessment instruments.

Description of Programs
I. The Perception, Language, and Concept Development Pro-

gram (PLC). The PLC program was devised by the project staff as a
compensatory program, intended to increase the pupils' functioning
along these three dimensions. It was developed on the basis of two
assumptions: I) that disadvantaged children generally perform lesswell in these areas than do more advantaged children of the same
age and 2) that the development of these abilities up to some stan-dard of competence is essential for the mastery of_reading. The pro-
gram emphasized such content as the awareness of the body in space,
visual discrimination with emphasis on left-to-right progression, andpractice in making fine discrimination among various symbols;
auditory perception skills including practice in rhyming and knowl-
edge of beginning sounds; language skills involving sentence pat-
terning, learning to respond in full statements, and vocabulary build-
ing. Intensive practice was included on concepts of shape and size,of time and place, and various relational concepts (same-dilferenr,
in-out, up-down). Literature appreciation skills were also stressed.
No one set of published materials was used. Instead, a variety of
materials was provided along with structured daily lesson plans
and weekly checkouts. The lesson plans detailed procedures and
materials to be used and followed in a sequential pattern.

2. Three i.t.a. programs. The Initial. Teaching Alphabet .t.a.)
was used with three different methods:

a. The Early to Read series (17) employs an eclectic app_ roach
and stresses all of the components of a language arts program: read-
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ing, listening, writing, and speaking. Development of experience
charts and writing exercises are included in the self-expression pro-
gram. The content of this series was considered to be generally in-
teresling to children but neither related or unrelated to the ex-
periential background of urban disadvantaged youngsters. At the
very outset of formal reading instruction, emphasis is given to learn-
ing the phoneme-grapheme correspondences in i.t.a. According to
the authors, the 44 symbols with an almost consistent sound-symbol
correspondence reduce the need for repetitions and tight vocabulary
control.

b. In order to provide for highly urban-oriented materials,
the newly developed Chandler Basal Series (3) was transliterated
into i.t.a. This program follows the traditional basal methodolo
a sight approach.

c. For the material not related to the experiences of urban
children, the Downing Readers (7), published in England, were
used. These books resemble in content and illustrations the typical
"Dick and Jane" type reader. Since the teacher manuals are not so
detailed in instructional procedures as are those of the other two
sets of books, techniques for the use of the books were presented at
the training sessions.

3.. Two linguistic programs. The linguistic program was chosen
by a large number of school principals participating in the project.
The two approaches, Allen and Fries, attempt to simplify the de-
coding process at the beginning stages of learning to read.

a. The Fries program used the Merrill Linguistic Readers (9).
The names of the letters of the alphabet are taught without relating
them to sounds. Two principles of learning are involved in this
program: the use of the spelling-pattern approach and minimum
contrast in the introduction of new pattern words. No picture clues
are provided in the texts because pictures furnish clues to meanings
of words which enable pupils to guess at words rather than read
them. Comprehension skills are taught along with decoding.

b. The Allen program (2) was initially designed for parents
who wished to assist their children in prereading and beginning
reading skills. This program was adapted for classroom use in the
training sessions conducted for teachers. The Allen program differs
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from the Fries program in that youngsters are taught the sound-
symbol relationship of the letters. Picture-object cards reinforce and
aid pupils in recalling the initial sounds of the letters. Anagrams and
word games assist in mastering the rhyming patterns. Nonsense
words are introduced as well as numbers which serve as mnemonic
aids for sound-symbol recognition of vowels. The pupils and teachers
participate in story reading with the pupils' reading lines including
only word patterns which have been taught. Since comprehension
skills are not stressed in the beginning stages, this approach is less
concerned with "meaning" than the Fries-Merrill approach.

4. The language experience approach. The language experience
approach (later combined with individualized reading) was enhanced
by the use of audiovisual equipment and materials for the recording
of the experiences of the pupils. Essentially, the reading materials
consisted of stories, based on individual and/or goup experiences,
which the children dictated to the teachers. The pupils developed
a sight vocabulary from reading and rereading the stories composed
by the class and/or by individual pupils.

5 Basal reader with relevant content. A recently developed
multimedia basal series known as the Chandler-Language Experience
Readers (identical to the ones used in the i.t.a. program described in
2b) was used in a small number of classes. The series includes multi-
ethnic photographs and is cast in an urban environment-. Boys play
important roles in many of the stories.

Additions and. Modifications in First Grade Programs

The ERE Program

The Edison Response Environment approach (ERE) was added
to the other programs in grade one. Pupils in two classes at one
school received 10 minutes of daily instruction on the machine in
addition to classroom instruction either in the perceptual, language,
concept program or in a basal reader program. The machiue in-
struction stressed decoding skills. The lessons were based on ma-
terials developed by Lassar Gotkin of the Institute of Developmental
Studies and emphasized sound-symbol relationships using stories
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and keyboard and oral responses. The bigram was introduced first
as a unitary response and then broken down into parts. Trigrams
followed, using the sound of the big-ram and adding the last letter
i.e. sa, = sam.
First Grade PLC Program

Due to parental and teacher pressures, the original plan for the
first grade PLC program had to be modified. First grade teachers have
always begun formal reading instruction in grade one, and any
change in this procedure met with resistance. Both teachers and
parents were afraid that failure to introduce formal reading in grade
one would be detrimental for children who were ready to read. To
meet these objections, children were screened for reading readiness.
In February 1968, the Durkin Readiness Test (8), the Murphy-Dur-
rell Readiness Test (12), and a newly developed Concepts Test were
administered to all pupils in the PLC classes. On the basis of the
results, pupils in each class were grouped for instruction. Those who
scored above the 50th percentile on the Durkin and Murphy-Durrell
began formal instruction in reading_ Where there were four or less
pupils who qualified, an individual reading program was initiated.
Where there were five or more ready pupils, the school decided on
the basal program to be followed. Those pupils who were not con-
sidered ready were placed either in review or in advanced PLC
groups depending on their performances on the concept test.

Language Experience Approach
Individualized reading was incorporated into the language ex-

perience-audiovisual program after an adequate sight vocabulary
had been developed. The Little Owl series (19) and the inexpensive
Scholastic books were ordered for each classroom library in this

program.

Additional MaterialsFirst and Second Grades

Teachers in the language experience program expressed a need
for more structured materials to assist them in teaching some de-

coding skills, Ginn phonics workbooks and games (5), and the En-
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cyclopedia Britannica Language Experience in Reading (1) provided
structured lesson plans for teachers and suitable drill exercises for
the pupils.

Classroom library books were purchased for all second grade
programs including books in traditional orthography for the i.t.a.
classes for the use of pupils who made transfers to Lc). In addition,
in the second grade Downing classes pupils who were making the
transition to t.o. were provided with the Allyn and Bacon Sheldon
Readers (16). Early to read classes were provided with the Pittman
Growing With Language series (18). Due to the delay in the publica.
tion of the Chandler 2-2 books, all Chandler i.t.a. and regular
Chandler basal classes were switched to the Bank Street Readers (4).
Since the Allen Read Along With Me materials were limited to
decoding skills, the Allen-Linguistic classes were given the Miami
Linguistic Readers (13), Aderrill Linguistic Readers levels 3 to 6,
and Holt's Sounds of Laughter (11). Encoding skills were strength.
tined by the newly published Fat Cat Word Book (11) developed by
a member of the project staff.

Test Taking Skills Lessons
As a result of the experiences of the testers who administered

the end of first grade tests, a decision was made to provide a 50 per-
cent sample of the classes with materials intended to improve the
pupils' skills in dealing with a test taking situation.

Half of the classes in ecah treatment group were provided with
special test taking skill exercises prepared by the project staff. The
lessons are intended for pupils who need help in following basic test
directions and employ pictures, letters, words, sentences, and para-
graphs in a systematic approach. The various formats used in pri-
mary reading and achievement tests are included as well as an
explanation of simple test language. The materials consist of four
units graduated in difficulty, and each unit is accompanied by a test
which is to be used both as pre- and post-measure. As a result of
these exercises, children should become familiar with test formats,
have experience in the selection of a correct response from among
several choices, and learn how to indicate their choice by under-
lining, circling, or marking an x, depending on the test directions.
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Children should develop a better understanding of simple test lan-
guage, including such standard phrases as "Go on to the next page"
or "Stop." Pupils are also given practice on what to do about mis-
takes and what it means to cedo the best you can." The fifth unit of

1- deals with attitudes toward taking tests and stresses the
L which tests are put in planning a child's educational program.

Th' materials are thus intended to develop self-confidence and poise
in a test-taking situation by increasing the pupils skills and giving
them some understanding of why tests are important. In no case do
the materials include content from existing tests. Furthermore, the
emphasis is on the test skills, not on the ability to read the mater:als.
The vocabulary is kept simple and limited.

Teacher Training, Class Visits, and Observations

Teacher Training
As in all innovation progrars, teacher training is essential.

Professors Robert Allen, Ann Boehm, Harold Tanyzer, Vivian
Windley, Blanche Serwer, and ja,-.:4! Raph served as consultants to
the programs- and,, together with the project staff assigned to each
program, conducted the training sessions. Ten preliminary training
sessions were held for kindergarten, first, and second grade te2chers,
respectively. Monthly follow-up training sessions were conducted
after the programs were initiated in each grade. Teachers, received
$13.50 for attending each two hour session.

Classroom Visits
In order to determine the degree to which each special program

was actually carried out by the teachers and to provide assistance
where necessary, regular visits were paid to all classrooms by the
project staff. Assistance of the following types was offered: group and
individual conferences with teachers, demonstrations of techniques
and grouping procedures, checks on necessary materials, and discus-
sions with local supervisors. Complete reports of each visit were
made to the director in writing. From these reports it will be pos-
sible to describe the variable nature of the participating classes as
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well as to identify salient classroom variables in the analysis of pupil
test scores.

In addition to visits for purposes of general assessment and pro-
viding assistance, formal observations were made by trained ob-
servers using a specially designed observation schedule. Samples of
50 teachers, stratified by program, were observed three times each.
The observations were coded and computer analyzed. The instru-
ment, developed by the project staff, records teacher-pupil interac-
tion patterns, as well as the substance dealt with in the course of 20
minutes of a reading lesson. Affective, procedural, and substantive
areas were noted for each ten-second interval. General impressions
of the teacher, the organization of the classroom, materials available,
and the overall' climate were also noted by the observers on a check
list. Data from the observations and informal staff visit reports will
be used in describing and comparing the participating classes and in
the analysis of pupil performance.

Testing Program

Kindergarten Tests

In January 1967 before the kindergarten pupils were actually
involved in the several programs, all participating pupils received
a group reading prognostic test developed by Shirley Feldman and
the project staff. The same test, with the addition of three more di&
ficult subtests, was administered in June 1967. A 20 percent sample
of pupils also received individual tests at both testing times. A
coding procedure was subsequently developed so that each pupil
could be identified by an identification number as well as by sex,
school, class, program, and ethnic group membership. All group and
individual test scores were tabulated by machine for each class and
each program (including means and standard deviation by ethnic
and sex subgroups). Three hundred pupils were also retested in
October 1967 to determine their degree of "summer forgetting."
Differences between PLC and it' pupils on these two subtests also
appear to be minimal. On the composite checkout, however, there
was a consistent difference favoring the PLC classes. Kindergarten
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prognostic test scores will be used as covariates in the analyses of
first grade results.

End of First Grade Testing Program
The first grade assessment program included a variable num-

ber of tests for the several programs. Two tests dealing with basic
cognitive abilities which required no reading, a test of relational
concepts, and another on following multiple directions were group
administered to all participating students. The reading tests as ini-
tially planned were developed separately for each program and at-
tempted to develop relatively independent measures of various
reading skillsword recognition, decoding, comprehension of ideas,
sequencing, etc.

Development of the Reading Tests. Each series of tests was
developed on the basis of the program consultants' judgments as to
the specific skills emphasized and the level of mastery anticipated.
Teachers were consulted as to the level of achievement they expected
by the end of the school year Items were written to reflect such
judgments, and preliminary forms (considerably longer than would
eventually be used) were prepared. In most instances, these were
group tests. However, in the case of decoding skills not concerned
with comprehension, individual administration was planned. Each
test was piloted on a population engaged in the appropriate type of
reading program (Linguistic, i.t.a., language experience) with pupils
highly similar to those participating in the project.

A total of 35 reading tests (group and individual) was devel-
oped. Pilot testing was carried out either in New York City grade
classes or in the surrounding area (Philadelphia and Bethlehem,
Pennsylvania). On the basis of the piloting, tests were revised to
include only those items which at least half of the pilot school pupils
could cope with successfully. A reliability check, based on the per-
formance of the pilot school pupils, foUnd that test reliabilities
ranged from .93 to .75.

The number and content of tests taken by pupils varied from
program to program. For some, only four tests were constructed; in
others, as many as nirie. This amount depended; largely on the num-
ber and variety of reading skills considered appropriate for each
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program. For example, in the linguistic "no meaning" treatment,neither blending nor comprehension tests were included. In the lan-guage experience program no decoding skills were measured; rather,the emphasis was on sight vocabulary and comprehension. In theseveral i.t.a. treatments, various decoding skills as well as compre-hension skills were assessed. A common writing sample in responseto a standard picture stimulus was required of all pupils.
Test administration. All teachers were contacted by letter andinformed of the dates on which the tests would be administered.The teachers were asked to administer the first test, relational con-cepts, and return the unscored booklets directly to the project. Allother tests were administered by regular project staff and specialtesters employed for this purpose. The decision to use testers wasprompted by a recognition of the strong personal involvement ofthe teachers in the reading success of their pupils and the strongpossibility that administration of the tests by the teachers wouldintroduce a source of bias into the results. (This assumption wasstrongly supported by the experience of the testers, who repeatedlyhad to ask teachers not to help pupils with the tests.) In order tolimit possible bias even further, no project staff member was allowedto test in any school following a program which he had supervised.A special coordinator was er .ployed to work out the logistics of thetesting program, to check the receipt of all completed tests, and tosupervise the appropriate identification of each test booklet. Allfirst grade tests were processed; and tabulations of ranges, means,and standard deviation of raw scores and standard scores (z) by class,by tests, and by program are currently available. Because the testswere program specific, analyses of scores will view intraprogram di&ferences by class, by various pupil subgroups, and by kindergartenprogram. No cross-program comparisons will be made.

First Grade Summer Forgetting Study
The second summer forgetting study was conducted in the fallof 1968. The purpose,urpose of this study was to discover how much ofwhat was apparently learned by the end of grade one was forgottenby the time the pupils entered grade two. This kind of forgettingmay well explain the discrepancy between many a first grade teach-



GOLDBERG AND TAYLOR 105

er's conviction that these same pupils know very little when they
enter the second grade. Furthermore, it is important to find out
whether some kinds of learning are more readily forgotten than
others in the absence of direct teaching. For example, do children
who master a sight vocabulary tend to forget more than children
who have mastered specific decoding techniques? Or, does the
achievement of a given level of mastery in following complex di-
rections hold up better than word recognition or word attack skills.
A random selection of classes from each of the prow. anus was made,
and four of the end of grade one group tests appropriate for each
particular program were administered in November of the second
grade year. (The delay in administration was due to the teacher
trike.)

Pre minary Impressions of the First Grade Testing Progra
Despite the judgment of the consultants and the pilot testing

of the material, many children found the tests extremely difficult.
This result was particularly true for those tests which required
pupils to read short two-or-three line stories (based exclusively on
vocabulary to which they had been exposed), to read a question, and
to select the correct response. This was a skill which few of the
classes had stressed in their teaching, since most of the comprehen-
sion exercises in class required oral responses to teacher questions
based on something the pupils had read.

Two Special First Grade Studies
As a result of the availability of supplementary funds, two

studies were conducted to derive additional data on the pupil pop-
ulation: one involved the administration of a series of tests of in-
tellective skills and the other was a study of environmental process
variables.

The =intellective test battery. A test battery composed of the
wisc, selected items from the Wechsler Preschool and Primary Scale
of Intelligence (wrest), an impulsivity measure (Kagan), and two
verbal encoding tests (rrrA) was individually administered by qual-
ified testers to a sample of 913 first grade pupils between the begin-
ning of November 1967 and the end of January 1968. The number
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tested represented the total number of pupils originally included in
the individual sample for the reading prognostic test still in project
classes.

Each pupil took the wise, the Impulsivity Tests, and the verbal
encoding. The WPFS1 subtests were administered only in those cases
where a pupil failed to achieve a score equivalent to an IQ of 100-
on a given subtest of the wise. This procedure presented scoring
problems for pupils who had passed their seventh birthday since
the IA/PPM norms do not go above age seven. In such cases, scaled
scores were extrapolated.

In cases where pupils were identified as Spanish speaking by
their teachers, the verbal scale of the wise was administered both in
English and in Spanish. In some instances, pupils had the Spanish
version first; in others, the English version was given first. Since
there is a standard Spanish version of the wise, there were few prob-
lems in its use for these children. However, a few minor changes in
words were made to come closer to Puerto Rican Spanish than the
standard version does. The MIFFS', however, had not been translated
so that a translation had to be made by two bilingual graduate stu-
dents. The first translated the items (and directions) into Spanish;
the second translated, the Spanish version back into English. Correc-
tions were made until the retranslation corresponded to the original
English version.

Although these test data have been tabulated but not yet an:-
alyzed, two rather consistent findings emerged by inspection of the
wise scores of the Spanish speaking pupils: 1) on the average, their
scores on the performance scale were considerably higher than on
the verbal scale and showed larger and more consistent discrepancies
than did the Negro or other pupils; 2) the scores on the verbal items
reached about the same level in Spanish as in English. Even on the
vocabulary subtest, interlanguage score differences appeared to be
small. What was especially interesting was to note that the children
knew some words only in English, some only in Spanish, as well as
some in both languages, and some in neither. It would appear that
their knowledge of words is closely tied to the language context in
which they were originally learned, with relatively little self-transla-
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don going on. A complete report of the testing study is available on
request. When the data have been analyzed, the report will be ex-
panded to include a description of the sample population in terms
of the measured aspects of their intellective functioning.

The data from this study will also be related to the pupils' per-
formances on subsequent reading tests.

Environmental process variable study. Earlier work by Wolf
(20) and Dave (6) suggested that there is a very high correlation be-
tween active family involvement with a child's education and the
child's school achievement and intelligence, a correlation far in
excess of the ones usually reported between general measures of
socioeconomic status and school achievement. However, the original
studies were carried out in a relatively heterogeneous population
with respect to SES. Would a similar relationship obtain-from the
study of a relatively homogeneous, low SES population? There were
also some questions as to the appropriateness of the existing scales
for the study of a first grade population, since the original studies
dealt with families of fifth graders.

However, a study using the Wolf-Dave scales had been modified
for use with the mothers of first graders in a study of Mexican-Amer-
ican families in the Southwest. The modifications also included spe-
cial items dealing with the use of Spanish in the home, modifications
which made the revised scales particularly appropriate for use with.
Spanish speaking mothers (10).

The study required one and one-half to two hours of home in-
terviews with mothers. It was 'decided, as far as possible, to match
the ethnic group membership of interviewers with interviewees. In
all cases, Spanish speaking interviewers visited Spanish speaking
mothers. In a few instances, special interviewers had to be found
to communicate with recently arrived families from Greece and
Italy.

Interviewers were drawn from among professionals in the field,
graduate students at Teacher's College and at the Columbia School
of Social Work. For the sake of safety as well as' greater reliability,
in most instances, two interviewers were assigned to each family.
The interviewers were trained in asking questions and recording
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responses. It was the responsibility of each pair to make the contacts,set up appointments, and carry out the interviews from the list giventhem by the study coordinator.
It was the original intent to interview the families of the pupilswho were in the "300.sumrner forgetting sample" since this sectionrepresented the maximum data group. However, only 187 of thesefamilies were available, and the remaining 135 families were drawnfrom the larger sample on whom individual reading prognostic testscores as well as individual cognitive test scores were available. Atotal of 312 mothers were interviewed.

In addition to asking about relationships with the first gradechild. who was the focus of the study, wherever possible motherswere also questioned about an intermediate grade same-sex siblingfor whom standardized achievement test data would be available inthe school.
All interviews were coded by a group of graduate students whowere trained to a relatively high reliability level .80). The inter-views were coded on a 1-9 scale in 33 areas which combined intonine major categories. A full report on the theoretical backgroundand methodology of the study is available on request.Parental response to the interviews. Perrnission to pursue theinterview study was granted by eight of the ten superintendentswhose districts are participating in the project. The two who refusedpermission felt that the interviews might be perceived as de-grading to the parents. The actual experience demonstrated acompletely different reaction. With one exception, interviewers werewelcomed (often served coffee); parents expressed great satisfactionat having an opportunity to talk about their children with an in-terested listener; and many commented that they had learned a greatdeal about things they should be doing with children from the inter-view questions. Fears that parents might be insulted at the offer ofa token payment ($5) for their participation were misplaced. Theoption to donate money to their school PTA was exercised by lessthan 10 percent of the parents. In general, the response was equallypositive in poverty homes as in middle-class homes, among Spanishspeaking as among Negro families.
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Analyses of Coded Interviews
Correlations were calculated between the achievement test

scores of older siblings and the process variables. Pupil zg's and first
grade reading test scores will also be corrleated with the process
variable scores.

Major Problems Encountered during Program

A variety of anticipated and unanticipated problems confronted
the project in its two and one-half years of operation. Some of these
necessitated policy changes in the design of the project; others re-
sulted in the withdrawal of schools or the project's decision to elim-
inate classes. Many-of the lesser problems were successfully handled
through staff visits, calls to the school, or other immediate action.

Patterns of Classroom Organization

Perhaps the most serious problem resulted from the great vari-
ability of organizational patterns which were operative in various
schools and which cut down the comparability of organizational pat-
terns within programs. As a result of the board of education's de-
cision to lower the pupil-teacher ratio in some first grades to 15
pupils to a teacher and in view of the availability of funds for para-
professional personnel in some districts, the number of adults per
class varied gz-eatly as did the mariner in which they worked together
and with the children. At one extreme there were classes in which
there was a single teacher with 30 or more pupils; at the other ex-
treme were classes of under 30 pupils with two regularly assigned
teachers, 2 paraprofessionals, and a student teacher each semester,
as well as rotating parent assistants. While in some classes the teach
ing. staff worked cooperatively, allowing for a great deal of small
group instruction; in others, the classes were physically split in half
(by building a "wall" in a single room, by utilizing two separate
rooms, or by splitting sessions) into units of 15 to 20 children and
one teacher. There were also situations in which the two teachers
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divided the day so that only one was actively teaching at any onetime.
Personnel turnover. Many of the problems which the projectconfronted in the first grade were related to the changes in the ad-ministrative and supervisory personnel of the schools. Of the tendistrict superintendents who had initially agreed to participate, onlyfive remained. Similarly, there was about a 30 percent turnover ofprincipals. This situation in many ways, required a more difficultadjustment. Programs selected by the original principal were oftennot to the liking of the new one; or, the new principal was interestedin erigaging in some programs not related to the project. Not havingbeen involved in making original commitments, many were unin-formed of the agreements. Since the project rarely was informed ofthe change in advance, and usually found out by chance, there wasno procedure for orienting new principals. In two cases, the newprincipals withdrew their schools from the project.Teacher turnover presented special problems since special train-ing was required. In many instances staff people went into schoolsto provide individual "instant training." In general, the expectationthat, given two teachers in a room, the "old" one would train the"new" one was not. met. In a few schools classes were handled byper diem substitutes for as long as a semester and never had a reg-ularly assigned teacher.

Grouping pupils. Despite the initial agreement that classeswould be maintained heterogeneous and intact through secondgrade, many principals were placed under parent pressure to grouppupils homogeneously in first and second grade. Despite official re-minders and informal conversations, some of the participatingschools proceeded to group their first grade pupils on the basis ofkindergarten teachers' estimates of pupil ability. It is noteworthythat in one such school, individual intelligence tests administered tothree complete classes of ostensibly homogeneously grouped pupilsfound no difference in the range of IQ scores in three classes (rangewas from below 70 to approximately 115), and mean difference be-tween the highest and lowest class was .8 of one IQ point. This find-ing has particular significance since it sets the stage for the operationof the self-fulfilling prophecy. Since pupils in the low exponent
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classes will, indeed, perform better than those in the higher ex-
ponent classes (tentative corroboration for this is already forthcom-
ing from the tel'a..rs working in the school), the school admin-
istration, the teachert, and the parents will be reinforced in their
belief that the early judgments of kindergarten teachers are a valid
basis on which to make gTouping decisions and that ability grouping
results in better learning. An examination of the reading test per-
formance of pupils of comparable intelligence within the same pro-
gram, but in "bright" as against "dull" classes, should shed further
light on the effects Of early grouping.

Resistance to delayed formal reading. As noted curlier, the
greatest teacher resistance was encountered in the PLC program.
Many teachers placed the blame on parent pressure, and indeed
many parents were indignant that their children were not being
taught to read. But the teachers themselves felt uncomfortable.
Despite the structured lessons, the carefully delineated programs in
literature, social studies, oral communication, and comprehension,
the teachers missed their basal readers, their stock in ,trade, and felt
that without formal reading instruction, first grade lust wasn't first
grade. Several schools in the PLC program pulled out of the project.
In others, teachers with the tacit approval of their supervisors
cheated by engaging in reading instruction using their basal texts.
In one school, the supervisor was greatly embarrassed when she dis-
covered that "the cat was out of the bag." She asked not to be
dropped from the project and promised that in the future teachers
would adhere to the program. This kind of cheating occurred de-
spite the fact that a policy change on the part of the project allowed
for reading instruction for pupils found ready on a reading readiness
test as early as November and for the introduction of formal reading
for all pupils in February-March, rather than in early May as orig-
inally planned. Each of the PLC consultants has kept a record of the
degi ee to which each PLC teacher has followed the program. These
records will be considered in the analysis of the test data.

Stride Problems
Teachers' strikes at the beginning of both the first and second

grade years prevented the schools from operating the full school
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term of ten months, a situation particularly true in second grade.`reacher changes were noted after the strike in addition to loss of
materials during the time schools were maintained by parents. Thelength of the school day was increased, and a few additional days
were added to make up for the loss of time. During the second grade
program, pupils were not required to attend the make-up days. The
shorter school year will certainly affect pupil growth in reading.

Mobility of pupils. Pupil attrition to parochial schools andother districts within the city necessitated the combining of secondgrade classes or the addition of nonproject pupils to the project
classes. Second grade test data will only include pupils who were inthe kindergarten or first grade program. About 4,500 pupils re-mained in the program at the end of grade one.

Postscript
Despite the many problems which the project confronted dur-ing the three years, a large number of classes and schools remainedin each treatment group. Many of the teachers expressed satisfactionwith the new approach which they were using. Some of the partic-ipating schools planned to continue the new approaches with newfirst grade classes and to provide additional work (with project as-sistance) in the third grade for the pupils who had not made thetrannition to Li). in the i.t.a. program. In general, the program hasbeen well received. Hopefully, the teachers will take advantage ofthe break away from the traditional basal to provide varied reading

methods within the classroom to meet the needs of the individualpupils.
While the active intervention phase of the project ended inJune 1969, when the pupils completed grade two, the project testingand research group will continue to analyze the data throughout thenext year to shed some light on the problems suggested in the orig-inal proposal or desi
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Teaching Reading to Children
Dialect Differences

pith

WILLIAM RUTHERFORD
The University of Texas at Austin

Y MEANS of a review of current knowledge and theory, this paperwill investigate the question of how children with dialect differencescan be taught to read effectively. The review will deal, first, with thecontribution of three linguists and, second, with the suggestions ofa non linguist.
In recent years, linguists have amassed impressive amounts ofinformation which identify and describe the specific characteristicsof many of our national dialects. These characteristics have beendetailed elsewhere and will not be discussed here. Valuable as thesedialect descriptions are, they are of limited significance until andunless they are functionally applied to the teaching-learning processin language and reading development. Therefore, linguists and oth-ers are becoming increasingly interested in applying this knowledgeof dialects to the language and reading firdcesses. Regarding theteaching of reading, linguists seem to be in general agreement onsome points, while on others they have not yet arrived at a con-sensus.

The areas of general agreement are as follows:I. Dialect is a deviation or variation from standard languagewhich escapes definition), not a language defickncy. Certainly adialect should not be characterized by any teacher as "bad,""wrong," or "unacceptable.'
2. Many people have a dialect, but it is only when the dialectmarks an individual as a member of an economically or culturallydeprived community that it constitutes a social or linguistic dif-ficulty.
S. Dialect differences do interfere with progress in reading.However, the exact nature of the interference has not been deter-
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mined. Language is a very personal possession: and when teachers
begin to manipulate it in the process of teaching reading, it intro-
duces a threat to the psycho-social stability of those with variant
dialects. Whether this threat in the affective domain produces more
or less interference than the cognitive task of learning the necessary
reading skills is not yet clear.

4. When speaking about teaching language and reading to stu-
dents with dialect differences, bilingualism is often mentioned
synonymously. Although dialectisrn and bilingualism are similar in
many of the-problems they present, they are not identical in nature.
It is maintained by some linguists (5) that dialect problems are more
difficult than bilingual problems because it is easier to learn a lan-
guage that is quite different than to learn one that is quite similar.
Many linguists would borrow from the teaching techniques used in
bilingual education and in teaching English as a second language,
but most would not adopt these techniques wholly. In this paper,
the emphasis will be specifically on dialectism.

5. A child must have minimal language proficiency before he
can learn to read.

Disagreement among the lInguists exists on at least two signif-
icant issues. Although they agree that reading must be preceded by
minimal language competency, they have not yet decided what con-,
stitutes minimal proficiency. Neither is it clear whether the pro-
ficiency should be in standard English, in the dialect, or in both.
Perhaps the answer to these questions will -be determined by the
techniques used to =teach reading.

A second and more crucial area of disagreement relates to the
question of appropriate procedures or methods for teaching reading
to children with dialect differences. The procedures suggested by
Stewart (5), Goodman (2), and Loban (3) are representative of the
Current thinking of linguists in connection with this problem.

Stewart's proposed solution to this problem is made quite clear.
He says, ". . the answer is that beginning reading materials should
indeed be adapted to the patterns of nonstandard Negro dialect
and to those of any other nonstandard dialect which school children
in a particular area may speak, for that matter." He reasons that it
will be easier for the child to learn to read if he first becomes pro-
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flcient in his own dialect and then uses that dialect as the constant
for teaching standard dialect grammatical patterns through reading
and writing. Of course, Stewart's ultimate goal is to. have the learner
become proficient in standard dialect language and readin

Movement-from the nonstandard to the standard dialect would
occur in stages which combine oral language teaching with reading.
Stewart uses one sentence as an example of the possible stages a child
might pass through in the movement to standard dialect. In stage I,
the sentence might be "Charles and Michael, they out -playing." No
attempt would be made to introduce standard English pronuncia-
Lions at this stage.. In stage. 2, the most important grammatical fea-
tures are introduced, in this case the copula. The sentence now
reads, "Charles and Michael, they are out playing." The final stage
would bring the sentence into complete conformity with standard
dialect.- It would then read, "Charles and Michael are out playing."
Stewart points out that the actual task would be more_ difficult than
the example and could require a number of stages on steps.

program that would use the child's dialect as .the basis for
teaching reading must decide which spelling of that dialect will be
used. Four possible orthographies are. suggested by Stewart:

I. an autonomous phonemic orthography that spells the words
the way they pronciunced or .heard;

2 a systematic phonemic orthography that uses spelling- that
presents all the information' necessary to determine Changes that
could occur in pronunciation when the word is used in different
contexts

a literary- dialect orthography which substitutes apostrophes
for certain letters to show . that -a --standard English sound was not
pronounced, e.g., ben' for bend; and

4 an unniadified orthography that would spell dialect and
Standard English- the same way. .. .

Stewart would utilize the fourth -orthography but with the use
of an apostrophe...to indicate the omission of a prefix, e.g.,- °bout.
Stewart chooses this orthography, for he feels- its consistency will
make it easier for the child to make the transition from nonstandard
to standard dialect.

In of his . theory;-Stewa t presents a study by Osterberg
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(4) who found that when a group of Swedish children were taught
basic reading skills in the dialect of their particular district, they
increased their proficiency in beginning reading in nonstandard
dialect as well a their reading of standard dialect at a later time
When this experimental group began reading in the standard di-
alect, they actually overtook the control group which read standard
dialect from the beginning. (Since this writer did not have access to
this study, it is not known if Stewart uses the term "overtook" to
mean equaled or to mean surpassed.) In addition, Stewart cites the
case of a 12-year-old Negro girl who normally read poorly but who
read without difficulty a standard dialect poem which was rewritten
in her dialect.

This writer checked the oral reading performance of five third-
grade Negro boys when they read two paragraphs and twenty-five
sentences written in standard English and in their dialect. The di-
alect materials included grammatical changes he book is read for his
book is red); phonological changes (live for lives); and spelling
changes (stow for store). The materials were organized in a random
order so that the dialect version was presented first sometimes and
last at other times. Errors made by the subjects as they read orally
were scored in a manner similar to the one used with the Gray Oral
Reading Tests.

Three of the subjects were reading at second grade level, while
the other two were reading at the primer level. Therefore, the
performances of these two sets were considered separately. When
reading the twenty-five dialect sentences, the second level readers
averaged 25.33 errors compared with an average of 11.83 errors on
the standard sentences. Primer subjects averaged 32.50 errors on the
dialect sentences and 16.50 on the standard sentences.

When reading.the two paragraphs (containing a total of seventy-
six words), the second level readers averaged 23.33 errors on dialect
materials and 4.66 errors on the standard paragraphs. The primer
level subjects averaged 26.00 and 13.50 errors, respectively, on the
dialect and standard passages. Both sets of subjects made at least
twice as many errors on the dialect materials as they made on the
companion standard forms.

In this brief investigation, there was no attempt to exercise con-
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trol over important variables; therefore, this work cannot and should
not be considered experimental research. For this reason, it would
be risky to draw any conclusions or inferences from the data. How-
ever, these findings, which appear to be as reliable as those Stewart
obtained from his twelve-year-old girl, do emphasize the need for
more research before launching into extensive development and use
of dialect materials.

Goodman (2) rejects Stewart's idea of using materials written in
the dialect of the children. He would have children read standard
materials but allow them to do so in their own dialect. He agrees
with Stewart that the language of the child should be the medium
of learning in the early stage, but he would not extend this period
to the point of preparing reading materials in nonstandard dialect.

Some of the key features of Goodman's approach are as follows:

1. Literacy is built on the base of the child's existing language.
2. This base must be a solid one. Children must be helped to

develop a pride in their language and confidence in their
ability to use their language to communicate their ideas and
express themselves.
In reading instruction, the focus must be on learning to
read. No attempt to change the child's language must be
permitted to enter into this process or interfere with it.

4. No special materials need to be constructed, but children
must be permitted, actually encouraged, to read the way they
speak. Eiperience stories must basically be in their language.

5. Any skill instruction must be based on a careful analysis of
their language.

6. Reading materials and reading instruction should draw as
much as possible on experiences and settings appropriate to
the children. While special dialect based materials are im-
practical, we may nonetheless need to abandon our notion
of universally usable reading texts and use a variety of ma-
terials selected for suitability for the particular group of
learners.

7. The teacher will speak in her own natural manner and pre-
sent by example the general language community, but the
teacher must learn to understand and accept the children's
language. He must study it carefully and become aware of
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the key elements of divergence that are likely to cause dif
ficulty.
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The approach advocated by Loban (3) is similar to the one ex
pressed by Goodman, but with some distinct variations. The
language experience approach would be used in initial reading in-
struction_ The teacher would use as reading material, stories dictated
by the children. When the child tells his story in his dialect, if he
will, Loban would have the teacher write the story in the dialect
the "first few times" to emphasize the fact that what one thinks and
says can be put into written symbols. Loban did not mention which
orthography the teacher should use in writing the story.

After writing "one or two" dialect stories, the teacher would
then try to lead the child to see that there is another way to write the
story. Should the child resist, he would be allowed to continue
writing in his dialect. The teacher is always "exerting a mild pres-
sure toward standard usage, but she is ever ready to relax the
pressure if she deems it alienating or upsetting to the child?' Loban
makes it quite clear that the teacher should never show any disap-
proval of the child's language, but she should attempt to get him
accustomed to the idea of a "school language" and a "home lan-
guage." Loban would have the teacher use oral-aural dialogues,
which focus on the linguistic analysis of major contrasts between
the dialect and standard English.

Both Goodman and Loban reflect great respect for the child's
initial dialect, but Goodman encourages the use of that language as
the medium for learning while Loban appears less willing to persist
with the dialect in the learning situation and more anxious to move
the child toward "school language." Indeed, of the work of the
teacher Loban says, "she does not dawdle; as rapidly as possible she
establishes the concept that there are several useful ways of talking."
It is also apparent that Loban would use reading as a tool for change
ing language, a procedure rejected by Goodman.

Before leaving the work of the three linguists, it seems ap-
propriate to make some observations and express a few concerns
regarding their theories.

All three have great respect for the child and his particular
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language. They would all strive to move the child toward standard
nglish usage but at different rates and in different ways. They all

skirt the problem of language proficiency before reading instruction
by beginning both reading and language teaching in the child's di-
alect. Apparently, they feel that when dialectically different children
enter school, they are sufficiently proficient in their dialect (but not
in standard dialect) to successfully participate in reading instruction.
This assumption is open to question.

Stewart's program would appear to be dependent on the avail-
ability of appropriate materials, while the teaching programs re-
ceive more attention in the Goodman and Loban plans. As is so
often the case when new approaches to teaching reading are ad-
vocated, the linguists have assumed that teachers have, or can and
will easily acquire, the skills needed to implement the programs.
This erroneous assumption has led to the failure of more than one
" =cod" method of reading instruction.

If dialect materials are to be developed and used as Stewart
advocates, much research is required to -answer such questions as
Which orthography is most effective? What type of content is most
desirable? and What must teachers know in order to effectiVely use
the materials? Of course, the prime concern is whether children can
learn to read more effectively and efficiently when first taught in
their own dialect.

A concern of this writer is how a teacher will use dialect ma-
terials. in a- classroom where children use .a variety of dialects. This
same question is relevant. to the use of original dialect in the lan-
guage experience approach advoCated.by Goodman and Loban. The
dialect of a child telling a story may not be the same as the dialect
of thoSe-Who read the story, so Which dialect Will... the teacher use
when retording the..story?-- The problem would be less complicated
if the teather could work with individual. Children, but so. would
all the other problems of classroom teachers.

The list. of .questions that might be asked- about the teaching
methods suggested by these- linguists could be greatly expanded.
Fortunately, linguists, -reading specialists, classroom teachers, and
others have already raised and are investigating Many of these con-
cerns.

At the outset of this paper, it was indicated that a teaching pro-
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gram recommended by a nonlinguist would be presented. This pro-
gram is offered by Allison Davis (i), who is neither a linguist nor a
reading specialist. He is a psychologist with an extensive knowledge
of disadvantaged youth and their particular educational needs.
Davis' techniques are presented for two reasons. First, they are clear,
concise, and fairly sequential. Second, they are clearly in contrast
with the positions held by the linguists.

Davis reveals his philosophy of education for the disadvantaged,
as well as a portion of his suggested teaching procedures, when he
states that "the primary emphasis in the kindergarten and the pri-
mary grades, therefore, should be placed on the establishment of a
strong relationship of trust and mutual acceptance between the
teacher and pupil. The first step in education is to train the pupil
to like the teacher." When the child likes the teacher, he will soon
develop respect for her and whatever she values, including school
and learning activities. Having accomplished this goal, the teacher
can begin the process of teaching the child to read.

This process begins, according to Davis, by helping the children
learn to speak and understand standard oral English so that they
may learn to understand the language of the teacher. The teaching
of reading must begin with the teaching of English vocabulary and
usage if it is to be effective. Davis calls for a deemphasis on reading
in the first three grades and for an increased emphasis on "the teach-
ing of speech, which results in a much more rapid learning of both
vocabulary and syntax."

Teachers who have struggled with the problems of trying
teach disadvantaged children to read will probably accept the idea of
deemphasizing reading instruction in the early grades in favor of
language teaching. But few reading specialists or linguists would
agree with Davis' plea for teaching of speech if he means this ih the
sense of speech therapy for developmental speech problems. On the
other hand, if speech training is synonymous with language training,
that approach would be much more favorably received.

The teaching method Davis recommends for teaching language
is basically one of discussion and participation. Through the pre-
sentation of many actual and vicarious experiences, children should
be stimulated to use oral and written language.

A second aspect of his program to teach dia ect-different chid-
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dren to read is one of helping them to think, a process more basicthan learning to use language. "The child is in school, first of all,to learn to observe, to perceive; to recognize relationships, differ-ences, and similarities between his observations; and to make infer-ences which we regard as reasonable." As children use language, theyshould raise and explore problems and learn the concepts appropri-ate to the language they use. All activities should contribute tointellectual development as well as language skill.
The differences in Davis" proposed solution to dialect problemsin reading and those of the linguists are marked:
1. Davis does not ascribe to the theory of teaching children intheir own dialect.
2. The linguists would utilize the nonstandard dialect of thechildren for beginning reading, rather than waiting for the childrento gain the proficiency in standard dialect assumed to he necessaryfor reading instruction in the standard dialect. Davis is willing topostpone reading, even until the intermediate grades if necessary,to provide time for developing the proficiency in standard Englishassumed to be necessary for reading instruction.3. The key to success in Davis' plan is the teacher and her re-lationship with the children. He even outlines a training programfor inservice teachers. The programs suggested by the linguists at-tend first to materials and/or the actual language skills to be taught.4. According to the linguists, teachers should never give anyindication that the substandard dialect of a child is "bad" or"wrong." Use of the child's own language for early instruction isone way of helping the child feel that his language is acceptable.Davis maintains that if the child likes and respects the teacher, hewill accept what the teacher values. Certainly he does not suggestthat the teacher call attention to the child's dialect, but he does notfeel that early teaching of standard dialect will stigmatize childrenwith dialect differences.

5. Mastery of standard dialect in reading and oral languageseems to be the ultimate objective of the linguists' programs. Davisaccepts this objective also, but he has another objective which, tohim, is even more important: using language and reading instruc-tion as vehicles for stimulating the intellectual development of thechild.
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Just as was the case with the stands taken by the linguists, there
is insufficient research evidence to support or refute the position
espoused by Davis.

Reading teachers may feel that because there is no "proven"
system for teaching dialectically different children to read, there is no
reason to change from their traditional teaching practices. Such a
position is indefensible. Reading specialists and linguists, especially
the linguists, have discovered and made available a wealth of infor-
mation that relates to the teaching of reading to dialectically differ-
ent children. Even though this knowledge has not been organize
into a single, unified system, it is available and it is incumbent on
inservice teachers to seek it out and use it. It is equally incumbent
on college professors to seek out this information and share it with
their students who are prospetive teachers.

A final word of caution. Programs for teaching reding, such as
those suggested here, only set the stage for learning to read. Good
programs, appropriate materials, and proper attitudes may make the
teaching task easier; but it remains the responsibility of teachers to
teach the particular skills a child must learn if he is to read success-
fully.
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Some Reservations on the Significance of Dialect
in the Acquisition of Reading

ROSE -MARIE WEBER
McGill University

THE POSSSIBILITY that the mismatch between written English and
spoken varieties may be a source of reading difficulty from the first
grade on has been explored, especially with regard to nonstandard
Negro English (2). This variety of our language, notable for charac-
teristits which mark it off from both standard and nonstandard
white speech across the United States, is notorious for its correlation
with low academic achievement. The detailed analysis of the pho-
nology and grammar of this dialect and the specific points where it
diverges from standard English has revealed a great many differences
which show up with high frequency. The child who learns to read
successfully must manage to reconcile the differences between what
he ordinarily says and what he reads. Some investigators, impressed
with the magnitude of this task for the black child, see it as extra
burden that must necessarily slow down his easy acquisition of read-
ing. They, therefore, maintain that linguistic differences not only
correlate with low reading achievement but may be one of its princi-
pal causes (3, 11. 13). Furthermore, they point out that the negative
value that many teachers place on nonstandard Negro English maybe an additional source of insecurity for the novice reader (1).

The list of regular, systematic differences between NNE (non-
standard Negro English) and the standard is a long one (5, 8). To
give only representative examples that the beginning reader mightface, /f/ shows up under certain conditions where (0) shows up inthe standard, as in the word both; the past tense marker that is
spelled -ed is not pronounced, so that there is no distinction made in
speech between look and looked; for standard There is (or There's)
no girl in here we hear It ain't no girl in here,- or Ain't no girl in
here. But, after all, it is not altogether clear what the significance of
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such differences, either individually or cumulatively, may be to the
entire process of becoming a fluent reader. What is the effect, for
instance, of the apparently additional discrepancy between sounds
and letters? What is involved in learning the distinction between
printed look and looked? If a reader could identify all the individ-
ual words in the sentence There is no girl in here, would he fail to
understand it? If so, what would be the conditions for learning this
particular standard construction and others like it? What would be
the effect of various types of frequency or context? How important is
the place of the grammatical rule for this construction relative to
others in the child's grammar? These sorts of questions are difficult
to answer, but they deserve attention if we are to provide any direct
evidence for interference in the acquisition of reading as a result of
the differences between the child's language and standard English.
As it stands now, such evidence with regard to NNE is virtually nil.*

The main question at hand turns on the degree to which the
child's spoken language and the written language can differ before
the task of learning the language to be read interferes with the task
of learning to read. How much discrepancy can there be before
immediate comprehension and long term development are seriously
impaired? In assessing the problem for the American black child,
then, it is not enough to show the contrasts between his speech and
the standard speech of his white peers. We must also examine the
nature of the written. English that he faces from the outset of his
task. We must take into account his capacity for learning the other
varieties of his language. And we must remind ourselves of all that
we knowalthough it is really very littleabout the process of
learning to read.

A few thoughts on written language will remind us that in
* Several attempts have been made to find overt effects of interference by

investigating the nature of oral reading errors. Kenneth Goodman (6) found
that about 10 percent of his sample could be attributed to the effects of dif-
ferences in pronunciation and grammar, and Yetta Goodman (7) noted an
even smaller proportion among her subjects. In a sample of 144, we found 10
percent that differed grammatically from the text in the direction of NNE_ But as
Goodman and his associates have pointed out, these so-called -errors" may not
reflect interference so much as fluency. The child who is reading along with
understanding may ease into his comfortable dialect.
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contrasting NNE with standard spoken English, we must not equatethe spoken standard with the written. The written standard has aset of traditions all its own, not only in the selection of words but inthe way that sentences are constructed and also in what constitutesan acceptable sentence and in the progression of sentences througha text. We would expect that the spoken standard would be maresimilar to the written standard than would be the nonstandardeven if our norm for the spoken standard is the speech of six-yearold illiterates. But as we all know, the texts for beginning readers,limited as they are to a small range of vocabulary, short sentences,and short texts, hardly reflect the complexity of any child's spokenlanguage. There are variations in first grade materials, of coursethe Oh, look style differing from the Nan can fan Dan style in asignificant aspect of their rationale. Yet, in spite of the limitations,first grade written English includes sentence types that do not or-dinarily appear in speech, such as Faster and faster went the trainand Out ran the mouse. In spoken English, this pattern is largelyrestricted to use with here and there in the first position and to thepresent tense forms of be, come, and go as verbs, as in There goesthe rocket and Here comes the judge. That is to say, if we wanted todescribe the acceleration of a rocket during takeoff, we would notsay_, Faster and faster went the rocket. AU in all, the detailed analysisof the differences between NNE and the standard of six-year-olds withrespect to grammar and what we hastily call style may fade in com-parison to the differences between spoken language and the neces-sarily reduced language of material prepared for beginners. Everychild who faces reading for the first time faces a new variety of hislanguage. It is not at all clear that speakers of NNE are at muchgreater odds with their primers than,are their white agemates.
Nevertheless, speakers of NNE are confronted with differentgrammatical constructions and pronunciations at the outset of theirreading career, and they somehow must relate this variety of Englishto their own in order to succeed. What is the magnitude of this task?It has been pointed out that the features characteristic of NNE aremost consistent among young speakers (3, 10) so that children facelearning to read when their speech is most different from the stan-dard. But this is also the age when humans still have the capacity to
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learn new languages and varieties with amazing flexibility (9). It has
been observed that six-year-olds learning a second language in a new
environment often succeed in achieving the proficiency of their play-
mates within a year. As far as dialect goes, children shift to the di-
alect norms of their friends in a new community, in spite of their
parents' protests. At this stage of their mental development, speakers
of NNE are entirely capable of assimilating the standard; and if you
listen to first graders, you will hear indications that they do, espe-
cially on some special academic occasions. To give one example, the
speech of a group of black first graders chatting with a researcher
about what they had done that morning, when compared with their
oral reading of a familiar story, showed a notable shift from casual
to careful style. When they read, the children pronounced almost all
occurrences of the words the, there, and then with standard /d/
rather than the /d/ that is usual in their casual speech. They care-
fully articulated consonant blends such as the -nt of don't and went
as often as the simplified them to /n/ or nasalization of the vowel.

But in spite of such demonstrations of flexibility, it is a clear
fact that young speakers of NNE do not master the standard simply
as a result of spending some time in school or of hearing it from
the media or elsewhere. The reason for their failure to do so seems
to be that the most influential model for the maturing speech of a
child is the speech of other children. In the usual first grade in the
inner city, other children do not speak standard English. Stewart's
observation (10) that age grading by speech is particularly striking
in the black community may also be important here. So, in spite
of the child's capacity to master the teacher's model of the standard,
the low value that he holds for that model, perhaps combined with
the lack of opportunity for sustained interaction in the standard,
prevents him from acquiring standard speech patterns.

But because he fails to use a certain set of standard construc-
tions, a chid does not necessarily fail to understand them. The de-
scription of the systematic divergences between the standard and
NNE has raised few instances where there is danger of outright mis-
understanding that would not be clarified by context, at least for
adults. It may well be significant for the beginning reader that rel-
ative to NNE, the standard language in print is overwritten. Letters
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occur where sounds do not appear, some of these letters representing
inflectional endings that mark the possessive and plural of nouns and
the regular past tense of the standard and some others representing
forms of the verb to be. How the young reader handles these sorts
of differences is not at all clear, but it would seem that the student's
task of learning to read from overwritten texts is easier than if he
has to fill in the details of an unfamiliar grammar as he goes along.
When it comes to being able to understand syntactic divergences,
such as the differences between There is no girl here and It ain't no
girl here, there is reason to believe that young children can, as part
of their capacity for learning languages, make the appropriate cor-
respondence with little effort. Even though we may not actively
control other dialects or even languages well, we have all learned to
understand varieties of language other than our own, often with a
great deal of accuracy despite apparently great differences. First

avers are at least as capable of learning to understand a dialect
as they are of using it, but, again, we have little specific information
about the nature of the process. Clearly, more specific information
on the comprehens.on and learning of the spoken standard language
by speakers of NNE would contribute to our attempts to understand
their learning to read the written standard.

When it comes to the task of grasping the relationship between
spelling patterns and sounds, children who speak NNE may well con-
front greater discrepancy between their pronunciation of a word
and its representation on paper than will their white agemates. Rel-
ative to the standard pronunciation, NNE substitutes, e.g., /d/ for
/d/ and /f/ for /0/ under certain conditions; loses /r/ and /1/
under other conditions, and reduces consonant blends, especially
at the ends of words (8). As far as the relationship between the stan-
dard spoken variety and the written goes, linguists have pointed out
that the spelling of English represents the sound system by regular-
ities that are obscured if one simply attempts to match individual
segments with individual letters (12). Some have even gone so far
as to propose on the basis of their intensive analysis of English pho-
nology that,. at least as far as the adult language goes, our traditional
orthography is as good as any to represent standard English. An
analysis of the phonology of NNE relative to our spelling has led to
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the further suggestion that it is also adequate to represent that
variety of our language (4), thus demonstrating that our spelling
system is specific to no dialect in particular. But in guiding children
toward grasping these not very obvious relationships between spell-
ing and sound systems, teachers must start their students off with the
relationships which are obviousthe spelling patterns of great gen-
erality whose letters can be related to the sound segments of words
one to one. The first grade teacher may be concerned that her black
students' pronunciation patterns do not obviously parallel their rep-
resentation in spelling. Here again we should not forget the lin-
guistic flexibility of six-year-olds. Initial practice on sound-letter
correspondences involves citing words in isolation. We can trust
children, first:of all, to shift their pronunciation of words to what we
call citation forms, i.e., to take a word like can, which is usually
pronounced /kin/ in sentences like Nan can fan Dan and pro-
nounce it so that all the words will rhyme. We can further trust
them to shift their pronunciation of a word without losing its iden-
tity. That is, they can pronounce told as /told/, /toll, or /to/ and
accept one as the stylistic variation of the other, saying /told/ when
reading off a list but /toll or /to/ in the middle of reading or telling
an interesting story. It hardly seems necessary, then, to accommodate
early lessons in sound-letter correspondences to the pronunciation of
the children, because they are capable of making so many accom-
modations for themselves.

Finally, when it comes to identifying words in discourse, there
seems to* be no reason to suppose that the influence of preceding
grammatical and semantic context is much less for the speaker of
NNE than for the standard speaker. The vocabulary of NNE, it has
been pointed out (14 differs little from the standard. And, although
some of the patterns for expressing grammatical "meanings," such
as negatives, are certainly distinct, there are many other basic pat-
terns, such as that shown by the structure of the noun phrase, that
are almost identical to the standard. Thus, the restrictions on the
successive words in a standard sentence are largely shared by speak-
ers of NNE. We would, therefore, expect them to take advantage of
the constraints to identify words, as their standard-speaking ag
mates do.
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The differences between. NNE and the standard written language
appear to be great, until we take into account children's capacity to
bridge the differences. We lack specific empirical evidence that
knowing only the dialect will interfere with the black child's easy
acquisition of reading; but, after all, we also lack specific evidence
that it does not cause problems at all. We are far from answering the
question: how much can a written language differ from a spoken
language before the task of language learning interferes with the
task of learning to read?
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Improving the Meaning Vocabulary of
Inner-City Children
MARGARET BAKER GREEN

New York City Board of Education

INNER-CITY CHILDREN are those who live in poverty-stricken urbanneighborhoods in most United States cities. The majority are Negroes, some of Latin-American background, and a few are membersof other ethnic minorities. The family into which these children arehorn is usually a member of a particular group or class, and thecultural environment is almost always circumscribed by this factor."Human nature" has been defined as "culture nature"; and sinceeach group or class develops its own culture, these children learntheir culture from their identifi cation with the environment. Theselearnings in a particular culture are strengthened by association withfamily members and peer relationships. Since there are strong lim-itations of mobility from this group or class, these children aredenied full social participation. They are thus also described as"culturally deprived." Havighurst .states that the deprived may fallinto four groups: 1) affectional deprivationthe lack of an adequateamount of affection, love, or emotional support; 2) model-persondeprivationthe absence of persons in a child's life who are goodexamples for the child to imitate as he grows- up; 3) intellectual
deprivationthe lack of a home environment in which books andnewspapers are read and where there is little or no discussion of
books, politics, music, or similar intellectual actiVities; and 4) nu-tritional deprivationinadequate amounts of food. This defini-tion (1) points up that we must consider each one of these childrenas a whole person, carefully scrutinizing the emotional, social, intellectual, and physical development.

The school is an institution of society and as such reflects thenature of the culture of which it is a part. In the United States theschools are largely dominated by middle-class teachers and admirer=
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istrators. Because of this condition, the culture of the school reflects
the controlling ideas, values, and =

sentiments held by people of this
class. The objectives stressed; the subject matter provided through
what is believed to embrace the most significant and universal
knowledges, skills, and ideas; and the type of problems and activ-
ities faced, point to the goals and objectives of middle-class values.
Such a limiting curriculum threatens the culturally deprived child
and impedes his fullest growth since it violates some basic principles
of learning, such as the following: 1) recognition of individual di&
ferences, 2) importance of starting with the learner where he is
3) importance of linking vicarious experiences with first-hand ex-
periencing, 4) importance of motivation in relation to genuine
learning, and 5) the need for the learner to share in the planning of
curricular experiences_ Furthermore, the present curriculum is
based upon traditional activities and skills, arbitrarily taken from
middle-class culture with emphasis upon the West European culture
and languages. Such subject matter dbes not deal with the kinds of
ongoing problems faced by most children coming from culturally
deprived homes and communities (10).

Strengthening and changing the curriculum to meet the needs
of the inner-city child involves participation of both the teacher and
the parent. In order to improve the meaning vocabulary of inner-
city children, the teacher in the classroom and the parent in the
home must take the following steps:

Talk to the child. Almost from the day he is born, a child is
ready to express himself. At first he will respond by cooing and
gurgling. Later he will pick up a few words and sense the rhythm of
language. It is the teacher's responsibility to help the child add
words to his speaking vocabulary. The more words used naturally
in his ordinary conversation, the more words will have meaning for
him when he sees them on the printed page. The parent role can be
more definitive because there is clearly a lack of sustained interac-
don with adult members of the family. Few inner-city youngsters
regularly eat one meal with one or both parents. They usually eat
alone or with brothers and sisters. 'This practice robs them of one
of the important socializing and intellectually stimulating experi-
ences of childhood. According to Bossard and Boll (1) the family
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meal is a focus for a number of important emotional, cultural, andeducational experiences. Interaction with significant others in anorganized way helps shape the personality and sensitize the partic-ipants to each other's needs and inclinations. Organized conversa-tion. helps shape vocabulary, influences the development of verbalfacility and subtlety, and determines a whole set of complex at-titudes and feelings about the use of language. The family meal alsoserves as an acculturating agency, for in their interaction, the mem-bers teach one another and develop 'a way of seeing themselves andthe world in which they live. The family meal has been describedas a forum, as a clearing house for information, as a school for life,and as an opportunity to act out deeper personality. needs. Such experiences are usually absent in the lives of inner-city children (6)Listen to the child. Children must have many opportunities toexpress themselves. The teacher should encourage each child to talkabout things he has seen or done. The more the child talks, thebetter he is likely to read. Adults must pay attention when a childis speaking. The parent should listen to the child read but suggestthat before he reads aloud, he should read the story to himself tobe sure that he no all the words. This approach makes listeningto him read more interesting. Tivoli the Israeli actor, blames muchof the world conflict on the lack of communicationthe technicalknow-how of talking, listening, doing, thinking, acting, and laugh-ing. Loretan and Urans state that for inner-city children the lis-tening skills now take on more importance because there are morethings to listen to and for In addition, the teacher should rememberthat listening should be taught in connection with the other lan-guage artsreading, writing, speakingrather than as an isolatedskill, since each is dependent upon the other (7). The Departmentof School Services and Publications of Wesleyan University (3) hasclassified listening habits into these seven cate gories:
I. attentive listeningwhen there is strong interest and greatmotivation.

2. accurate listeningwhen listening is encouraged by clear-cut, clearly understood, specific items for which to listen.critical listeningwhen the pupil thinks as-he littens.
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4. selective listeningwhen a pupil listens for statements that
please him or suit his purpose and tends to ignore other
statements. This kind of listening can have both good or
had results.

. appreciative listening --when an emotional reaction is ap-
propriate.

6. uncomprehending listeningwhen a pupil hears but does
not comprehend. This type of listening may be traced to a
number- of causes: poor attention, poor vocabulary, failure
to understand concepts, limited experience background, or
inadequate listening readiness.

7. marginal listening--when "half listening, the pupil allows
his attention to wander and the teacher must pull that at
tention back repeatedly.

Read to the child. Everytime a child is read to, the teacher or
parent is building an auditory vocabulary and an appreciation of
books and reading. A child who has been read to is usually more
anxious to read himself. Reading can become more important while
it reinforces the listening skill. After the reading session, oral dis-
cussion motivated through skillful questioning can help to sharpen
the speaking skill. Adults should remember when making a selection
of material to be read that the child's listening and interest levels
are above his reading level.

Help the child to build a vocabula The teacher must teach
sequentially the following categories of word recognition skills:
word meaning skills, ear training and phonetic analysis skills, word
structure skills, and dictionary usage skills. The parent must tell the
child the words in the beginning stages. In a later stage, help must
be given to work out the word, e.g., looking at and discussing the
picture, skipping over the unknown word and reading the rest of
the sentence to see whether this suggests a new word, and checking
to see whether the word makes "sense" in the sentence. After the
basics have been mastered and the pupil moves on through the mid-
dle school to be graduated, from high school, he may find himself
in the same position as Willie Lee Jackson of Watts, California.
Jackson, a high school graduate of average learning ability and a
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black, applied for a routine assemblyline job. After meeting all ofthe other requirements, he enthusiastically took the written exama 'widely-used personnel test devised .in 1942, It is supposed to be
a "culture-free" measure Of intelligence, but because Jackson didnot know the meaning of R.S.V.P. and had trouble with proverbs like"Many a good cow bath a had calf," he was labeled a hard-core un-
employed. Adrian Dove, a sociologist, was ,at this time working on
a special committee on testing trying to locate a "culture-free" in-
telligence test. He felt that the measurable aspects of intelligence
are so interwoven with culture that the only fair way was to devise
separate tests for separate cultures. Dove had just finished writingsuch a test, with a bias in favor of the ghetto dweller, when he found
arson and gave him the test. Jackson passed it strong, but the

white middle-class employers did not. These middle-class whites
commented, "if suddenly tomorrow everyone had to pass such a test
based on ghetto culture, there would be an outcry from the culturally
disadvantaged nonghetto dwellers complaining of discrimination
and cultural bias." The charge would be justified. Yet in personnel
offices all over the country, many intelligent black applicants are
being rejected because they haven't been raised in the white culture.
Black has been identified for Negroes as their mind color, and Afro-
American is their culture and language. Afro-American is popularly
known as Soul and is an evolving culture that is indigenous to thisland but separate too. Soul has been identified as many thingsas
everything that happens in the black experience, in church, night-
club; or university. It is tinsouifui to try to define Souls but let us
pause and consider words. Language, as noted, is one element of theblack man's life that is within control of the black community itself.
The Afro-American has a vocabulary all his own: The inner-citychild is exposed to this vocabulary and often develops the habit ofusing it exclusively or mixes it with the patterns learned in school.
Every alert teacher should be aware of this habit and should famil-
iarize himself with the words and their meanings (5)

Take the child on trips. Even a walk in the neighborhood or ashort ride on the bus or subway will excite a child's curiosity and
stimulate his interest in the world around him. Point out interesting
sights and thus give the child new words and meaning for words.
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n route be sure to read names, gns, and labels. Involve the child
in conversation and discussion. In choosing your own words be sure
to include word pictures, synonyms, antonyms, and homonyms.
Evoke the five senses.

Build a reading atmosphere for the child. In the classroom and
at home have books, magazines, and newspapers. Let the child see
you reading and encourage him to do the same. Guide the child to
better television programs and educational movies. Tune in to
thought-provoking piograms that share worthwhile infoimation as
well as entertainment. Check the newspaper listings for these pro-
gxams. Be consistent in your selection. Children are imitative. Inner-
city homes contain both radio and television sets and utilize both
media regularly and frequently. This practice often heightens the
lack of sustained interaction among the adult members of the family,
but children between the ages of five and thirteen, years crucial for
the acquisition of skills and information, may in this manner de .
velop the talents they possess.

Encourage the child to join the public library The teacher
should have a class library. She should familiarize the pupils with
the school and public libraries. Teach what the library is, what- it is
used for, and what it contains. Guide the child in his selection of
books. Encourage him to progress as he gains confidence from the
less diffi cult to the more difficult. Parents who do not belong to the
public library should join with the child.

Buy and make word games and puzzles for, the it Games
and puzzles help in learning shapes and forms; they aid the child in
relating words- to things. Anagrams, letter games, scrabble, and lotto
also help with spelling and reading. Parents are encouraged to make
simple word games by cutting words and pictures from magazines
to be matched together. Make word cards for troublesome words,
e.g., was, there, what, went. Play word games with the child.

Praise the child. Remember that learning new words is a dif=
ficult task. When a child succeeds, praise him. Don't expect him to
know the,word when you teach or tell it once or twice or, sometimes,
even ten or twenty times. Some children need more repetition than
this

Give the child responsibilities which he is capable of accepting.
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This procedure allows him to earn recognition and to get real satis-faction from accomplishments. Clark (2) states:
Many children come from darkened slums, neglected by hope,bereft of= parents. School teachers are failing to teach them butthough these children fail to learn from teachers, they do suc-ceed in learning from each other. in Oakland, at StonehurstSchool, a large number of sixth graders are excused from theirclasses for 45 minutes a day to work with first graders. This in-volves perhaps more personal attention for the little ones thanthey have ever had. Their teachers wisely have prescribed nocurriculum. Each child, out of his own sensitivity to his partner,seems to work out the right thing to do.

The buddy system could be set up in a classroom with the brighter,more advanced pupils helping those who are underachievers. Athome, sibling rivalry can often be circumvented by using this sametechnique in allowing the older brother or sister to help the younger.

Impleme ition and Expansion
Assuming that kindergarteners learning suffers from early im-poverishment in verbal and cognitive experiences, preschool pro-grams for 3- and 4-year olds are being tested. Richer than the usualnursery school activity, the curriemlum aims to develop cognitive andsensory motor skills, Auditory and visual perception and discrimina-tion, motor coordination, observation skills, and ability to understandand follow directions. The coordination of verbal experiences andenrichment activities seeks to raise the vocabulary level, the motiva-tion for school achievement, and to enhance the learning-how-to-learn skills In some instances an accompanying program for motherspromotes home management and child care, as well as understand-ing of the educational enterprise. As the child grows older, a varietyof techniques are employed including experimentation with meth-ods, materials, groupings, and special personnel. New emphasis inelementary. middle, and high schools stresses deepening insightsand skills in human relations as a supplement to academic skills.Specific methods appropriate to the program's objectives includerole playing, open-ended stories, reporting, interviewing, storytelling,dramatization, and the use of audiovisual aids for human under-
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standing. Special modifications have even been made for potential
school dropouts. The work-study program, in which youth are
placed and supervised in part-time jobs has proved helpful. Employ-
ment experiences are then dovetailed with work-oriented English,
social studies, mathematics, and guidance experiences. One of the
most recent techniques of developing divergent thinking abilities of
inarticulate youngsters indicates a new trend in instructional em-

.

phasis. This emphasis is on encouragement of children to think out-
side the conventional verbal channels and to use intuitive thinking,
curiosity, exploration, and guessing rather than memorized rote
verbal responses (9). In order to improve the' meaning vocabulary
of inner-city children, teachers and parents must bear in mind that
these children thrive on stimulation, motivation, care, interest, and
challenging content material. They need constant exposure, not
confining enclosure.
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Seconda Reading in the Inner-City
of the Ghetto

MIRIArat H. ELT-INS
Atlanta University

WRY TRY? We are ghetto kids! We go to inner-city schools! Ourteachers have us pigeonholed, but for the most part they have nottried to find out much about us . . that is, any of the good things,the right things, any of the things that make us the way we are Theysay that we have no backgrounds, no experiences; but we live every-day and have survived for, fourteen or more years . - so we have tohave had some experiences, and we have to have had some intelli-gence although. neither has served its well in 'schoolsmany of usdon't even read well They say that we do not wish to know, cannotunderstand, what the schools are trying to teach us _ this may betrue, but we need to be able to read; and we do want something outof life. They say that we are problems with a- capital P well, soare they We can tell by their actions that they don't trust us, thatthey are afraid of us and so . . they must maintain control at anycost; at the cost of our self-respect, through sarcasm through mis-handling, through suspensions.; at the cost of our learning by wastingtime wasting time trying to maintain control. .

The Challenge: Implications Teachers of Reading
How are teachers of reading going. to respond to this clearlystated plea of youth in inner-city ghetto schools? Teaching readingin secondary schools of the ghetto presents both challenge and op-portunity to reading professionals, teachers, and advisory and super-visory personnel: challenge to build viable, unified reading programsin inner-city secondary schools and opportunity to guide the inner-city youth toward maturity in reading. Insofar as reading is con-cerned, this challenge has not yet been met, nor have opportunitiesto profit from gOod teaching been realized by many of these youths.

140
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On the other hand, much has been accomplished in terms of de-
scribing, categorizing, and further delineating problems, deficiencies,
and limitations of inner-city ghetto youth. Volumes have been pub-
lished and documented at length and in detail concerning those
cultural, = community, and individual aspects of the lives of these
youth said to influence negatively their ability to read and to learn_
Even more has been reported, outlining and describing special pro-
grams for these youthsummer programs, compensatory programs,
remedial programs; on and on ad infinitum. But many of these
efforts have not raised effectively the levels of reading competence
of ghetto youth. Perhaps other goals have been achieved, but demon-
strated competence in reading presents, yet, a challenge to inner-city
educational institutions.

Let us bypass discussion of the inner-city youth as a learner;
let us not focus upon his culture or his community but let us center
our attention upon effective reading irvitruction for this learner and
on some ideas about teaching reading. In passing, however, one must
take note of the fact that while there exist common conditions of
low economic status with the consequent sociological and psycho-
logical life patterns, ghetto populations are comprised of a mélange
of minority and/or ethnic groups, each with a separate set of mores,
values, and the like. Further, the fact of poorness may not cause
various communities within the inner-city to evidence total com-
monality in life-style. This concept is important because when con-
sidering reading instruction for ghetto youth, it seems clear that
there will need E0 be variation and differentiation in particular
emphases within a given school reading programeven as separate
ghetto schools strive toward the common goal of teaching the youth
to read. Some strategies must be devised as means for achieving this
common goal. The apparent and not-so-apparent variations among
inner-city learners suggest advantages in the use of instructional
strategies instead of an indiscriminate use of packaged instructional
media or the perennial use of inflexible, single-focus methods and
techniques of instruction. The effectiveness of instructional strategies
with inner-city youth depends upon a competent reading teacher
who can employ, in terms of a given situation, a workable com-
bination of organizational schema, approaches, techniques; and ma-
terials to achieve reading objectives which have been clearly defined.
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An

Implications which may be drawn from the ideas expressed here areI) some of the relatively low achievement in reading among ghetto
learners has its genesis in lack of teacher expertise and 2) some
degree of mastery in teaching on the part of the reading teacher is
not merely desirable in inner -city- schools, it is essential.

Historically, problems of staffing inner-city schools have pro-
hibited, by and large, the establishment of a unified, committed
group of teachers who could rationally conceive of their roles as
teachers in this type of school. Characteristically, teachers in suchschools are temporarysubstitutes, probationary, and sometimes
even rejects from schools in more desirable areas. Typically, more
competent personnel seek transfers as early as is practicable; and
teacher turnover in these schools rivals that of students. All too often
these teachers find themselves iconsciously or unconsciously diverted
from the implementation of objectives, which if achieved, wouldlead to academic achievement. These diversions stem not only from
student behavior but often from administrative dicta and are re
flected in teacher behaviors which are directed primarily at "controland discipline" of the student population. It would seem that in
such behaviors there is an implicit fear and mistrust of, the ghetto
learner. What is more desirable, of course, is trust and confidence onthe part of the learner which may be engendered through objective,
competent, profesqional guidance of the learner toward behaviors
which reflect concern for independence in study and thought as well
as concern for knowledge of relevant skills which are immediately
useful and applicable. Consequently, the particular direction to betaken in this paper is an approach to the development of instruc-tional skill as a starting. point for relating positively to inner-city
secondary youth . . where the energies of teachers need not bedevoted to "student control" but where they may be channeledtoward mastery in teachingdevising appropriate organizational
structures and selecting appropriate activities and materials which
will promote -development of reading skills among inner-city youth.

Conceptual Bases

adequate understanding of the process a firm theoretical
base in terms of psychological and pedagogical foundations of read-
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in instruction, will serve as an immeasurable aid in developing
security and competence among inner-city reading teachers that can
be translated to learners in the form of clearly defined achievement
goals and related activities. What is involved here? Why is it neces-
sary that teachers be well: acquainted with reading as a process? It
is difficult to implement a reading program unless there is some
agreement among staff as to what "reading" is. It is from this point
of reference that the reading program in a given school takes its
form. For example, if staff and administrators view the reading
process as developmental, energies will be directed at developing
an all-school reading program and at securing adequately trained
reading teachers in sufficient numbers as determined by a survey of
student needs. When a secondary school can describe its population
as 60 percent-remedial, 15 percent corrective, =and 25 percent de-
velopmental, there is strong evidence that the reading program
should not be supplemental hut an integral part of the total cur-
riculum. On the other hand, if the reading process is viewed as es-,

sentially --Mechanical, efforts toward increased reading competence
may take the form of a supplemental program and the adoption of
instructional media with an orientation toward decoding. When staff
responsible for structuring a reading program possesses understand-
ing of the reading process and can reach some agreement as to the
conceptual bases upon which the program = will be structured, the
resultant rationale will, in turn, direct and influence curricular ar-
rangements and instructional objectives for that reading program.
It is proposed here that, whatever conceptual base or rationale is
operative, the overwhelming incidence of reading disability among
inner-city youth demands a reading program wherein reading in-
struction is offered as a regular part of the standard curriculum. In
the schools serving these youth, reading is not to be viewed as merely
a supplemental, remedial service.

Let us assume a commitment on the part of the school to estab-
lish a reading program, wherein all students will be offered classes
in reading at some point early in the highschool sequence. We maythen assume the assignment of not more than twenty students per



144 SECONDARY READING IN THE INNER-CITY GHETTO

class. Let us further assume that in initiating the all-school reading
program, that after a reading committee is formed consisting of
reading personnel, representatives from each department, and repre-
sentatives from administration, a survey of student reading abilities
is made. This survey makes use of a carefully selected, standardized,
silent reading test and then uses randomly selected samples of stn
dents to investigate oral reading skills and relevant, nonreading
areas where a variety of inventories, questionnaires, cumulative rec-
ords, and the like are employed. Finally, assuming the existence of
reading classes, let us raise the question as to procedures to be used
in determining the "skills-base" already possessed by learners in
these classes, hence providing a point of departure for devising in-
structional strategies which might operate effectively among a par-
ticular group of learners.

Should an instructional program for .secondary level youth be
based upon strengths or deficits in learner reading competence or
both? For obvious reasons, procedures in the classroom are some-
what less than clinical. However, inherent in this concept of "in-
structional strategies" is that the teacher devising such strategies
must understand what skills the learner shows some acquaintance
with and/or mastery of, as well as an understanding of the kinds of
reading tasks with which the learner has had no conscious ex-
perience. Ultimately it is the teacher of reading who must assume
the responsibility for the identification of learners who evidence
inhibited development toward maturity in reading, but it is suggested
that instruction of these, learners should proceed from a recognition
of a "skills-bank" possessed by the learner. For example, it is insuf-
ficient to say that a student cannot comprehend material of a given
level of difficulty. There are less than enough clues in this statement
upon which to base clearly defined instructional objectives. Similarly,
the issue remains clouded when the determination is made that a
learner has not performed well on a given reading vocabulary mea-
sure. A more useful and realistic assessment will need to identify the
particular combination of reading skills which the learner has ap-
plied in performing a reading task at a supposedly comfortable level
of complexity. if the combination of skills necessary for successful
completion of the reading task is known, then the teacher is in a
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position to determine if the learner has appropriately selected and
applied these skills to the task. Through observation of the response
to the task, evidence is provided as to whether instruction is needed
for one or more of the reading skills em raced by this "skills-com-
plex."

Surface exploration of these ideas would reveal three essential
elements which appear basic to the notion of "instruction strategy."
They are 1) task analysis, 2) sensitive observation of reading per-
formances and 3) response analysis.

Task Analysis

The focus of task anal),sis is upon immediate subskills, used in
combination for reading materials of known levels of complexity
for given purposes. This is reading technique. A task analysis in-
volves making a prior determination of the subskills needed by the
reader to achieve success. Further, such an analysis will require a
determination of expected performance, stated in behavioral terms,
for purposes of deciding if none, some, or all of the skills are ap-
plied. For, example, a task in the vocabulary skills area may require
or permit the use of context, or structural analysis, or both in deter-
mining the meaning of a word which is probably unfamiliar. Struc-
turally, given a paragraph, where the context is familiar and where
the unknown word can be subjected to analysis, how should the
learner behave if context is used exclusively? His behavior would
depend upon the nature of the contextual dueuse of a synonym,
an antonym, a direct definition given, an example made, and so on.
How should the learner behave if the word is subjected to structural
analysis exclusively? Does he understand the function of certain
suffix classes? Is he familiar with the root of the word? If he does
not know the root, will he use contextual clues to help with its
meaning and then apply knowledge of of to yield enough in-
formation for the sentence or paragraph to make sense? Similar
task analyses can be made of activities planned for instruction of
comprehension skills, or word recognition skills, or for comprehen-
sive tasks requiring application of specific skills from each area
mentioned. In addition, activities so planned may he structured on
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easy or difficult material as is appropriate for a particular learner.
.Modes of presentation will and should vary, dependent upon the
nature of the intra-class organization scheme.

When employing instructional strategies through a task analysis
approach, the theme is variation and flexibility for both teacher and
learner. The learner must be expected. to consciously and consistently
match his own reading skills to the complex of skills required by
the reading material when reading for a given purpose. While true,
the reading teacher must possess a solid core of knowledge and un-
derstanding of the reading process- which will permit presentation
of the kinds of activities, appropriately varied, with properly selected
materials in terms of level of_ difficulty and interest of content de-
signed to promote reasonable progress toward competence in reading.

Observation of Reading Performances

Since criteria behaviors are defined at the point of making the
analysis of the reading tasks or skills embraced within a certain
activity, observation of the reading performance, or of products of
the performance, is made in mulls of expectations as set forth. At
the same time, it is expected that a trained teacher of reading will be
sensitive to reading behaviors which give evidence of strengths or
weaknesses in reading skills other than those being specifically ob-
served. The kinds of observation to be made will depend, to an
extent, upon the mode of presentation of the stimulus, material, but
probably more upon the response demanded of the learner. Naturally
it is expected that all activities, or stimulus material, will require the
learner to-I-cad. However, the reading task may follow taped or live
auditory presentations, filmed presentations, real events, or com-
binations of these. Responses may be oral and/or written as direct
reactions, or they may become evident only through application to
a reading-related task. Some tasks will require that the teacher make
on-the-spot observations, thereby immediately responding to certain
cues. Other evaluations may be delayed, such as where written re-
sponses are checked and evaluated at a later time. Of course, it is
expected that notes or records will be maintained for each student,
both by teacher and learner.
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Probably the master key to the effective use of observation of
reading performances for purposes of evaluating reading behaviors
is the sensitivity of the reading teacher to sigmificant cues. Such cues
are noted while responses are being made or in the evaluation of
products resulting directly from the required reading task. This is
a second crucial point at which the real responsibility for learning
rests with the reading teacher because rarely can the learner himself
adequately evaluate his performance so that strengths and weaknesses
can be identified and used as the bases for further instruction.

Response Analysis

Once reading performances have been observed and expected
behaviors noted in terms of the tasks given and/or unexpected be-
haviors taken into account, what is to be done with the information
collected? It is suggested that these data be used to make subsequent
instructional decisions. Decisions may be made about 1) the ade-
quacy of the total reading performance; 2) skills-strengths which
permitted successful completion of the reading tasks; 3) skills-deficits
which prohibited adequate completion of reading tasks; 4) whether
deficiencies noted can be repaired immediately through special, sup-
plemental activities; or 5) whether deficiencies noted reflect more
basic inadequacies, thereby requiring further probing and analysis
through further diagnostic-instructional measures. These decisions,
once made, are useful for planning flexible, varied instructional
programs which focus upon specific skills and subskills to be applied
in numerous reading situations and with interest-oriented materials.
Finally, through the use.se of such decisions, tasks of increasing com-
plexity may be introduced to the learner 'at a pace that is com-
fortable for the learner, while, at the same time insuring some
degree of success at each endeavor.

For inner-city secondary students, a deliberate skills approach,
implemented through diagnostic teaching, should produce marked
increase in reading achievement by any standards. Such a program,
however, should be initiated and staffed by a department of reading
teachers, a well as by special reading personnel who serve in ad-
visory and supervisory capacities Standardized test results may be
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employed as gross indications for initial class planning but need notserve as a sole criterion for success in reading. Strategies which lendthemselves to ongoing diagnoses through instructional procedures
ought to become operative at the point of class formation. In this
way instructional objectives for a given student or group of students
are clearly defined for both teacher and learner. This definition isessential, for a learner in ghetto situations must be helped to under-
stand what it is he is trying to master. It is imperative that he be
kept actively engaged, through planned activities, in seeking his owngoals in terms of mastery of reading skills.

Attention has been directed toward learners who populate
inner-city schools. This is as it must be; for in order to engage ineffective teaching, there must be thorough understanding of thelearner, including incisive knowledge of his attributes as well as his
shortcomings. School goals must relate to the ghetto community.It is time for the professional educator to take a closer look at the
educational institution as it functions in this regard.
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High School Reading Programs for the

Disadvantaged
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TILE PRESENT state of knowledge of reading behavior, let alone read-
ing behavior of the disadvantaged, is quite limited, a fact that has
been emphasized on numerous occasions by writers in the field of
reading. After a critical look at various explanations of reading,

for example, Clymer (1) concluded that "much remains to be
learned about what reading is and how the process functions" and
that much, of what we need to know about reading "must await
further developments in basic and applied research." A conclusion
similar to Clymer's was reached recently by the director of research

service. of Phi Delta Kappa who admitted that initial efforts of a
Phi Delta Kappan study of reading instruction were delayed be-
cause of a lack of a comprehensive definition of reading. Therefore,
before we can discuss meaningfully the reading behavior of the dis-
advantaged, we, too, must await further developments in reading
behavior research.

Nevertheless, we can discuss 1) reading instruction now being
provided disadvantaged high school students and 2) the steps to be

taken to provide better reading instruc Ion for the disadvantaged in

our high schools. Let us look first at this often nebulously defined
group, the disadvantaged.

Who Are the Disadvantaged?

"Who are the disadvantaged?" is a question which seems to
demand a multidimensional answer. Psychological, social-psycho-
logical, labor-force, adult-role, geographical-ethnic, and socioeco-
nomic explanations have been offered in an attempt to describe

149
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the disadvantaged. Havighurst (2) suggests that the disadvantaged
have less income than most families, have a rural background, are
discriminated against socially and economically, are widely dis-
tributed geographically, number as many whites as New oes, and
make up fifteen percent of the population. Furthermore, the chil-
dren of the disadvantaged supposedly make up twenty percent of
the country's population. While such information will provide the
high school staff with a gross indication of who the disadvantaged
are, other specific dimensions of the disadvantaged are provided by
other writers.

Martin Deutsch, J. Mc \Ticker Hunt, and Ben Bloom have
looked at the disadvantaged from a psychological point of view. Re-
search reviewed by Deutsch and Hunt revealed that many school
children are mentally retarded because of preschool family environ-
ment. Deutsch found that low-socioeconomic-status children are be
hind middle-class children in first grade and then fall further behind
as they grow older, displaying, as it were, what Deutsch calls a
cumulative deficit. Bloom, on the other hand, suggests that disad-
vantaged high school age students are those who have lost twenty
IQ points because of a nonstimnlating preschool environment (e.g.
few or no books, trips, conversations, or educational toys). A social-
psychological study (2) implies that person-oriented familiesnot
parental background, or ethnic origin, or place of residencespell
the difference between what we might call advantaged and disadvan-
taged language facility.

Further gross definitions of the disadvantaged high school stu-
dent may be provided when we consider parental labor-force orien-
tation, geographical-ethnic description, and the adult-role the
student is acquiring; but these descriptions seem to be of little value
to high school teachers and administrators who wish to provide
effective reading instruction for all students, including those who
fall under the rubric disadvantaged. Until research provides further
insights into the many =developmental and sociocultural variables
that Yuen_ ce the disadvantaged high school student, we might best
spend our efforts identifying and remedying individual student
deficits.
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Existing Programs for the Disadvantaged

While there are some innovative and experimental high school
reading programs for the disadvantaged, present public high school
reading programs for the disadvantaged are, by and large, dismal
aiiures.- Failure of these programs was documented -recently by a
special task force of the National Council of Teachers of English in
a study of fifty-four separate pro am for the disadvantaged in sec-
ondary schools. The NCTE -task force found and reported the wide-
spread and ridicUloUS practice Of teaching for al grammar to
students who are-several years behind in reading ability and the dis-
tressing situation in which. content area books match neither the
student's -reading level nor interest

The need for providing a design for, or an approach to, Chang
ing the present ..situation was suggested by Smiley (4:35-61). She
showed that most studies of deficit reading, and other deficit lan-
guage behavior of the disadvantaged,..simply describe the deficits:.
i.e., they are descriptive in nature. On the other hand,- few studies
cite causes of the deficits that are explanatory in nature; and only
a very few- studies are experimental in nature and designed to al..
leviate.. the deficits-which have been described.

Since so - few high schools throughout --the country.. today are
providing adequate reading programs for students whd can be 'de-
scribed in . any way -as...disadvantaged,:.practically every high- school
staff could work :together to- desigrireading programs Which ;would
more nearly meet the needs of all -members of the student- body, in-
duding thcise 'students who- by definition fall in the category "dis-
advantaged.".. Surely- Many- of us have and practical to
improve. reading 'instruction- for the '.disadvantaged student in our
schools but _never' are able to find enough of the --teacher's,- prin.
cipars or superintendent s time to. "tell- it-like it when teaching .

the disadvantaged or, .perhaps, ..to.-"tellthe way. I .get those kids to
read -books." I 0,r4 afraid. that o bf bar creative -suggestions-- con-
cerning;=reading programs ifbr the disadVantaged are either never
verbalized or.-are verbal 'zed. -and -.then forgotten.-- My suggestion is to
write,. its present it them say-.it-and. to-,kezp- sayingit.rintil changes
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are forthcoming. When "telling it like it is," the individual inter-ested in implementing a meaningful high school reading programfor the disadvantaged should provide detailed information for eachof the following areas: 1) the high school situation, 2) a philosophy
of reading, 3) a testing program, 4) instructional materials, 5) school
and classroom organization for instruction, 6) skill sequence, 7)methods of instruction, 8) content area reading, 9) implementation
of the program, and 10) evaluation of the ongoing reading pro-gram. Following are the areas to be included in the reading programproposal as well as some considerations one may wish to make when
developing and proposing a program of this type.

The High School Situation
Since high schools may differ greatly from community to com-munity, the individuals in charge of developing the high schoolreading program should provide a detailed description of the pe-culiar aspects of the high school in which the reading program is tobe established. The description should include the number andtype of personnelteachers, supervisors, administrators; curricular

offerings; organization for instruction; number of pupils at each
grade level; socioeconomic background of pupils; and achievementlevel of pupils. In addition, there should be a description of the in-
structional materials on hand, the readability and interest levels ofthe reading materials, utilization of instructional materials, methodsof instruction, stated instructional objectives, and the overall philos-ophy of the school.

Providing a detailed description of the high school situation asoutlined above will help the school staff pinpoint major strengths
and weaknesses of the reading program. A quick perusal of the de-scription could reveal that instructional methods and materials areillsuited to the stated objectives and philosophy of the school, orperhaps that content area reading material is far beyond the readinglevel of even the best reader in the class. Whatever the description
Of the high school situation reveals, the first major step has beentaken toward developing and implementing a successful reading pro-gtam for the disadvantaged.
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A Philosophy of Reading
A stated philosophy of reading instruction is important in any

secondary school reading program, but its importance in a reading
program for the disadvantaged cannot be overemphasized. While
middle- and upper-class students may survive the lockstep, grade
level approach to teaching found in most of our high schools, dis-
advantaged students must be taught in a program :which emphasizes
the individualization of subject matter at each grade level. Today in
most schools, if an eleventh grade student managed to be helped by
a teacher to advance from a fourth grade achievement level to a
sixth grade achievement level, he would, upon promotion to twelfth
grade, probably resume his study in a twelth grade book. In his
book, Reading in the Secondary Schools, Weiss (5:10) states his con-
ception of an effective reading program. A philosophy of reading
instruction based on Weiss' five points would be an excellent begin-
ning for a high school reading program for the disadvantaged:

L Reading instruction must aim at individual students, taking into
account their different backgrounds, abilities, and interests.

2. Flexibility of instruction depends upon the availability of a wide
range of reading materials of all kinds and on all sorts of subjects. In an
effective program much of the initiative passes to the student, and the
teacher's role changes to that of a guide, a listener, a resource person, a
critic.

3 Reading instruction means paying attention not only to the basic
skills of reading but also to the general end which education should
servethe widening of= the student's intellectual, emotional, and moral
horizons,

4 Reading instruction is completely successful only when the stu-
dent has acquired the habit of active, continuous reading and can read
with ease in all of the subject areas which, by necessity or choice, he faces.

5. The reading program is not the product of one teacher but de-
mands the involvement of the entire faculty and administration in a
wholehearted and single-minded concentration on drawing the best pos-
sible work out of each student.

The. Testing Pi
The testing program should make provisions for the evaluation

of basic needs and interests as well as the evaluation of word recog-



154 READING PROGRAMS FOR THE DISADVANTAGED

nition skills, reading comprehension skills, and study skills. Abra
ham Maslow's theory of human motivation, in which needs are
arranged along a hierarchy of priority or potency, provides a con-
venient schema for considering the pressing needs of the disadvan-
taged. Needs, according to Maslow, emerge from the most potent
(physiological needs), to the least potent (aesthetic needs); and needs
having the greatest potency must be satisfied before those next in
potency emerge and press for satisfaction. The need structure devel-
oped by Maslow (3) includes aesthetic needs, cognitive needs, need
for self-actualization, esteem needs, belonging and love needs, safety
needs, and physiological needs. What this means to the teacher pro-
viding reading instruction is that these needs must be satisfied before
attempting to teach reading skills (i.e., satisfy cognitive needs). In
other words, before the teacher begins to teach reading, she should
attempt to determine whether the student I) is hungry or tired and
if his bodily functions appear normal; 2) feels threatened by his
peers, his parents, other adults, or the teacher herself; 3) feels that
he is a part of the class and that he is loved by the teacher and his
fellow students; 4) feels that he is a worthwhile member of the group
of which he is a part and that he is worthwhile just because he is
himself; and 5) feels that he is developing his basic human and per-
sonal capacities.

Interests of the disadvantaged high school student can be deter-
mined by any, number of so-called interest inventories available in
most reading methods books or by simply asking the student what
he is interested in. Interest inventories which require written an-
swers present an embarrassing situation for those students who can-

-not Writ. open-ended questions such as, What do you do in
your spare time?" should be used rather than questions such as,
"How many books do you own?" The second type of question may
be revealing if answered truthfully, but the chances of receiving, a
truthful answer from a defensive, disadvantaged high school student
are slim indeed.

Informal reading tests seem to provide more valuable infor-
mation to the teacher of the disadvantaged high school student than
do formal or standardized reading tests. The teacher administering
an informal reading test has the opportunity to diagnose the stu=
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dent's needs as well as to determine the specific types of reading de-
ficiencies and possible causes of the deficiencies. In any event, the
informal test should be designed to test word recognition skills,
comprehension skills, and study skills. While tests such as the Spache
Diagnostic Reading Scales can be used to deteinli word recogni-
tion and comprehension skills, informal tests designed by the teach-
ers of disadvantaged students may provide even more meaningful
information concerning the student's ability to recognize words, to
comprehend what he has read, and to use various study-type reading
techniques.

If a formal test is proposed for the reading program, care should
be taken so that the range of the test chosen is appropriate for the
students taking the test. For example, there would be little value in
administering the Nelson-Denny Reading Test for High Schools and
Colleges if the reading levels of the students ranged from the first
grade to the seventh grade levels. A more appropriate test in this
instance would be the Diagnostic Reading Tests which cover a read-
ing level range of ages five to thirteen.

Results of testing each student could be placed on a "student
reading level assignment sheet" which would move with the student
from class to class and grade level to grade level and which would
enable content area teachers to provide reading materials appropri-
ate for the disadvantaged student. Perhaps there would be merit in
letting the students themselves determine, their own reading ability
levels and also the readability levels of the 'materials they are asked
to read. At any rate, each student's "student reading level assign-
ment sheet" would include the following:

1. Name of student
2. Age
3. Grade
4. Date
5. Reading book or textbook level used with previous teacher
6. Estimated instructional reading level
7. Informal observations of reading behavior, needs, and interests
8. Word recognition level
9. Oral reading level

10. Comprehension level
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11. Listening comprehension level
12. Knowledge of alphabet
13. Knowledge of phonics
14. Name and reading level of book

profit

Instructional Materials

which the student can

Proposing the adoption of reading materials for disadvantaged
high school students is no easy task. Many schools must use city or
state adopted textbooks which often provide the high school content
area teachers a choice of books with only one, two, or perhaps three
reading levels. Also, in some instances, a high school may be saddled
with one or more influential teacher and administrator who feel that
using the one-book approach is a good way to "bring the students up
to snuff," or to "make them appreciate literature such as Silas Mar
rzer" which, they will tell you, the students "really liked." Really
liked when read or discussed in class? Yes. Silas Marner contains an
intriguing plot. Really liked when read by the disadvantaged stu-
dents themselves? Hardly, when one considers that the readability
level (Gunning formula) of Silas Marrzer is above the twelfth grade
level, much too difficult for all but the most academically talented
disadvantaged students in the school.

How then can a person interested in ordering suitable reading
materials for the disadvantaged approach teachers and administra
tors who remain reticent concerning the addition of materials which
suit student interests and reading levels? One possible way is that he
should 1) list readability levels of all available reading materials
(the levels may be determined by any one of the commonly used
readability formulas such as the Gunning, Dale -hall, or Spathe )
2) list the reading levels of the students as determined by either
formal or informal reading tests; and 3) present the two lists side by
side to those individdals who see little value in using materials
which the students are able to read.

The reading materials proposed and ordered, while appropriate
for the students' reading and interest levels, also should be repre-
sentative of the types of reading material the students will use out-
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side the school setting. Reading skills can be taught by using work-
books, kits, labs, and teaching machines. But, too often the reading
program for disadvantaged students lacks newspapers, magazines,
manuals, films and filmstrips, overhead projection material, and,
surprisingly, booksincluding paperbacks. A brief look at Fader's
Hooked on Books provides convincing evidence of the feasibility of
using paperback books to develop various reading skills of disad-
vantaged youth.

When reading materials of appropriate reading and interest
levels are proposed, sufficient information should be provided for
the principal or superintendent so that ordering the materials can
be accomplished with utmost ease. In addition to the' name of the
material, publisher, and publisher's address, one should list the
number of items to be ordered, the author, a brief description of the
material, the cost per item, and the total cost of all materials. By
noting 1') the interest level and readability level of the material,
2 the skills the material is designed to strengthen, and 3) the man-
ner in which the materials are to be utilized, not only is tht staff
and administration's confidence in the program bolstered but also
a guide for the efficient use of the reading material is being pro-
vided. Too many worthwhile materials. are gathering dust in. the
schools because teachers lack knowledge of how to use them and,
thlis, the ccnfidence to give the materials a try.

Organization for Instruction

Both schoolwide and classroom organization for instruction
should develop from an emphasis upon the individual learning-pro-
gram for each student. Instead of practicing the one-book-per-grade-
level approach, the schoolwide program should emphasize the con-
tinuing progress of the disadvantaged student. If the student begins
grade seven, reading at the second grade level and then progresses
during the year to a fourth. grade level, the school should insist that
upon promotion to eighth grade his instruction continue at the
fourth grade reading level, rather than to require him to make an
impossible jump to say, the eighth grade instructional level.

Within the classrocal, such a f-,:ontinuous progress plan may dis-
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rapt the deceiving order to which so many teachers and disadvan-
taged students are accustomed. But through the use of recreational
reading, various types of grouping (e.g, project, interest, and re-
search), programed instruction, and other individualized methods
and materials, the teacher will be able to find enough time to pro-
vide effective small-group and individual instruction to remedy even
the most retarded student's reading deficiencies.

Any, time the teacher ventures away from using a basic reading
series approach there is the danger either = of overemphasizing in-
struction of a reading skill or of failing to provide sufficient instruc-
tion in a reading skill. While the use of programed material, such
as the SRA Reading Laboratories and the McGraw-Hill, -Webster
Division, Programed Readers, would provide a comprehensive cov-
erage of word recognition skills, comprehension skill s, and study
skills, it would be well for each student to keep a checklist of read-
ing skills which the reading program can develop. Programed ma-
terials permit students to work on skill development sequentially,
but who is to say the sequence is the most logical sequence for, say,
Student A, and_ who is to say the learning steps in the sequence are
the most effective for Student B? We nay= too often be spending the
student's time wastefully teaching a sequence of reading skills in a
kit or workbook when the skills could easily be acquired by the
student himself through thoughtful reading.

Many basic ancl higher level reading skills can be acquired by
wide reading of a variety of materials, but the teacher of disadvan-
taged high school students will almost certainly find it necessary to
provide basic or beginning reading skill instruction. Word recogni-
tion instruction employing a combination of whole word, phonic,
linguistic, or experience story approaches should place the primary
emphasis upon the language of the student, not the language of the
teacher or the textbook. Whole words to be learned should come
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primarily from the student's own storehouse of words. Phonics in
struction should be both synthetic and analytic, 'but the emphasis
should be placed on the analysis of the sound-symbol relationships in
words as pronounced by. the student himself. The linguistic or word,
family approach should include only those words which, When pro-
nounced by the student, represent a word family. Get, for example,
usually is not part of the word family which includes bet., jet, and
let. Experience stories are particularly useful in teaching disadvan-
taged high school students various basic word recognition skills. It
is important, however, to copy the story just as the student relates it
and to ignore, for the time being at least, errors in grammar or
usage.

Comprehension skills and study skills should be developed both
by the instructional material itself and within individual and group
discussions of the material read. Inferences and organization, as well
as main ideas and important details, should be taught and included
in the written proposal.

The disadvantaged high school student is most neglected within
the content area classes. In separate corrective and remedial reading
classes he is generally provided with suitable materials and methods,
but once he returns to the content area class the confidence he has
established in his ability to read is soon dissipated. Reading assn
ments in these classes are made on material the student could not
begin to comprehend, either because of insufficient reading skill
or because of inadequate conceptual backgTound. Yet the content
area teacher continues to test the student on the material assigned
and to explain that the student "does not try," "does not do assi
merits," and "fails tests." Reading materials which match the stu-
dent's reading level and conceptual level should help eliminate this
dilemma.

Also, the proposed reading program should describe an ap-
proach to study-type reading in the content area. The approach
'should = include suggestions on how to provide readiness activities so
that the student not only is interested in the material but also has
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an adequate background of experiences to understand the concepts
being covered. In addition, suggestions should be made on how to
teach meanings of specialized vocabulary, comprehension, preview-
skimming, and other study skills relevant -to the various content
areas.

Implementing the Program
The reading progTam foi the: disadvantaged can be imple

mented only through the cooperative efforts of the entire high
school staff. A reading committee composed of members of the ad-
ministration as well as representatives of each content area should
work together to develop and propose a program which would in
clude descriptive information on each of the ten areas mentioned
herein. Within a large high schocil each content area department
could develop a content area reading program elaborating upon
each of the ten areas. Then the various content area reading pro-
grams could be examined by the reading committee and formed into
a schoolwide reading program for the disadvantaged. Of course, the
spark necessary to ignite the school's interest in developing a read-
ing program may need to come from one or two dauntless souls who
write the program, present the program, and are willing to lose sleep
until the program is sold to faculty and administration alike.

Any description of the high school situation should be vastly
different after the reading program is implemented. While there are
numerous checklists to evaluate the schoolwide reading pro m, a
more meaningful evaluation would be provided by comparing the
past year's description of the reading program with the current one=
A checklist of student behaviors could also be employed to deter-
mine whether the students are acquiring the reading skills the pro-
gram is designed to develop; but, again, the more meaningful eval-
uation would probably come from per written descriptions of
the reading program. What better goal could a high school staff
attain than to be able to describe a high school reading program_ of
which they are proud?
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The following portion of a letter received from a student, who
participated in the 1968 NDEA Advanced Reading Institute for the
Disadvantaged held at the University-of Pittsburgh, illustrates her
attainment of that goal. The evaluation of her new reading program
was not formal but the value of the pi-ogram is obvious,

A few months ago I received an unannounced visitor from
Harrisburg, Pennsylvania, a reviewer for the state's ESEA Title I
and Title II programs. I had no time to make additional prep-
arations, for unexpectedly our school superintendent, with a
stranger beside him, popped into the room. After a brief intro-
duction, the superintendent went elsewhere in the building, and
I was left to be observed with my charges, the most disadvan-
taged pupils in our school. All that 1 could think of was that
was on the spot to do my own thing, whether I was ready to or
not; I happened to be in a group with five students working in
the New. Reader's Digest Shill Builders. The students responded
beautifully, I thought. Then when the visitor browsed around
the rouin, he was surprised at the instructional materials and
free reading of magazines and books (high interest-low reading
level) which were first introduced in our system by me last fall.
The interesting games and workbooks were there as well as the
limited machines I use The reviewer was pleased with my
answers, to his questions. Then, a few days later, when carbon
copies ccf a letter sent to my school administrators from Harris-
burg were distributed in a meeting, I could hardly believe that
the reading situations described and so highly complimented
could have really been mine.
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motivate them to become effective` human beings, then we must
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speak to them with an honesty and a directness which I do not believethat either the schools or educational publishers have exhibited todate. Indeed research evidence supports the notion that to a verylarge extent the. materials our pupils are forced to use in school areirrelevant (and even untrue) to their perceptions of their environ-ment and of themselves. By and large, we have ignored, both con-sciously and unconsciously, the student's wealth of personal ex-perience; and thus the link between the world of the classroom andthe idiosyncratic world of the youngster's own experience has beensing. To fill this vacuum, the street has often become the teacher.Let me illustrate this point with a few examples. Seventy-fivepercent of the people living on the earth are starving. Does a singlesocial studies text even mention this fact? Twenty million people inthe United States don't have enough to eat. Is there one educationalbook, film, filmstrip, audio tape, record, transparency, or loop thateven acknowledges the existence of poverty in the United States?Divorce affects one out of four families in this country. The childrenof those divorced families are in our classrooms. Where is thestructional material that attempts to deal in any way with thisprevalent social phenomenon? Our= cities are erupting in racialiolence. Is there one school book that analyzes the social sicknessesof our cities? There is still segregation in many parts of both theNorth and the South where do our books even acknowledge this

These examples could be multiplied indefinitely. B failing toinclude relevant content in our materials, we reinforce the discon-tinuity between school and the real world.
ter children bring their life experiences to the classroomhowmany of us have been prepared to accept these experiences, muchless to use them to help the child grasp ideas and communicatethoughts and feelings?

Alienation, rebellion, and disinterested withdrawal result whenwhat we adults say and do lacks a direct relationship to the psycho-logical and social realities embedded in the minds and feelings of ourstudents.
The' publishing industry has readily adapted itself to the. xn-utional artifice of the school. The educational ub1 i her fias been
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traditionally oriented to the large scale to xtbook adoption states like
California and. Texas. These and other Southern states have in the
past almost completely dominated the thinking of the educational
publisher and thereby the materials that he publishes. Above all,
the publisher has not wanted to "offend" anyone because such a
transgression is punishable by lost sales revenues. How else are we
to explain the fact that it is only within the past few years that pub-
lishers have been willing to include Negroes and other minority
groups in their texts? In the meantime, by excluding nonwhites, we
have been, in effect, telling both our white and black children that
white is right, that black people don't actually exist or that if they
do, they are not important enough for us to put in our materials.
In this way, we have done violence to all of our children.

Thii problem has been _compounded by the unconscious
prejudice that many white publishers have toward minority groups.
When most white editors talk abOut the "Negro subculture," there
is a clustering of terms such as "disadvantaged,". "ghetto," and "re-
tardation." In other words, the Negro subculture is regarded as
basically,asically a pathological phenomenon. Therefore, when that editor
gets to including minority groups in his illustrations, he has an

.
enormous problem: Does he_represent sickness? How does he depict
pathology? And the publisher frantically asks: "Do I shm.v the broken
bottles, the refuse in the gutters, = the dilapidated buildings? Do I
show the Negro as a white man with a black face?" (And we know
that some publishers have chosen to go the road of "color rue
brown.") It never occurs to him that there are many, many clean
homes, children who are striving to grow into effective human be-
ings, parents who care, very deeply about their youngsters' welfare,
family structures such as the extended family which are quite ef-
fective in socializing children. Because his own view of low-income
life is so distorted, the products he develops must picture the distor-.
tion. It is interesting to note that the publisher does not have these
problems when he illustrates himself. We all know how white people
liveall we have to,do is to look at any of the standard basic readers
and there we will see the clean, neat houses, mother and children
playing in the backyard, the smiling faces of friends and relatives,
Daddy with his attache case. In this world, there is no dirt, no fight-
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ing, no arguing among children, no jealousy, no real love or affectionshown, no hostility. It is an insipid world that lacks any kind ofbasic human vitality; but it is a "nice" world. And it is a world thatis as inaccurate as the portrait of low-income life. It is an "acceptable"world, one which will not offend anyoneespecially the Southernstates.
Little by littlei this concept of publishing is being erodedprimarily because of the black activist groups that are puttingpolitical pressure on the school to change its curricula and its ma-terials. The white professional is being told that he is incompetentbecause so many ;black children continue to fail in his school. De-centralization will help to catalyze the process of change because theschool boards will genuinely reflect the needs and desires ofthe local&community rather than "the man downtown." The big city boardsof education are increasingly demanding integrated textbooks, thus,for the first time in American education, bringing the Negro andhis history into the classroom. A good instance can be found byturning to Detroit. The text involved was entitled Our UnitedStates: 4 Bulwark of Freedom, an eighth grade American historyext. That book pictured the Negro as a kind of happy, dancing slavewho planted > and harvested the crops while the -white overseer. saw to it that the work was done properly." Mind you, thebiased treatment of the Negro had been described repeatedly by anumber of eminent "groups since 1949; but the book was adoptedanyway.

At that point, the local branch of the NAACP asked the DetroitB ard of Education to withdraw the book immediately; the DetroitBoard reexamined the book and found that the complaints werejustified and developed a supplementary booklet to accompany theobjectionable text. Finally, in November 1963, the book was dis-continued.
This example is instructive in a number of ways. First, theDetroit Board of Education did not display any real leadership inthe matter until the NfiLscr challenged the use of an already adoptedbook. The school system was ultimately responsive, but the systemhad to be leaned on from the outside; change was not generatedfrom within, Once the Detroit board felt the pressure, however, it
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in turn put pressure on the publisher who ultimately respondwith a revised text.
It is also apparent that like the schools, the educational pub-lishers have not been in the forefront of change and innovationbecause they have the attitude that they do not make educational

policy; they simply produce the kind of materials that the schoolswant. (Moreover, as the size of the publisher's financial investmentincreases, his commitment to innovation decreases, thus reinforcingthe status quo.) I postulate that this type of publishing posture isdangerous. The publisher should regard the integration of schooltexts as a marvellous opportunity, rather than as a problem; for the`publisher has a broad social responsibility to print what peopleought to know, not just what will sell.
Increasingly, educational publishers are becoming more re-

a

sponsive to the needs articulated by the school. While in the past,the schools have chosen to divorce themselves from a direct con-frontation and involvement with the social realities which impingeupon them, this course is becoming more difficult. Thus we canexpect, as time goes on, stronger demands being made upon ,heducational publisher by the school.
In this context then, what is the rule, of the conc rned teacher

or school administrator to be
It is the teacher who is closest to the child and yet it is he whois often heard from last or not at all The urban teacher knows thathis students do not respond to the standard content, but he has alsofelt that there is little he could = do about it. On the one hand, hehas felt constrained by the institutional system which has often pre-empted innovation or innovative materials. On the other hand, whatthe publisher has provided by way of new instructional materialshas been often laughable. Therefore, the topic of "Developing In-structional Materials for Iiisadvantaged Youth" has been, from theteacher's standpoint, strictly academic because he has lacked prac-tichl alternatives for action or direct implementation.

I would like to suggest that aside from what they can do in their
own classrooms,leachers have three major levels of alternatives; andit is to these =I would now like to turn. .:I should point out that thesealternatives are actually modes of direct social action or kinds of
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political activity and that my assumption is that teachers want toinfluence and increase the urban school's capacity for changing socialreality.
The first level is strictly personal. When a teacher has a visitfrom a publisher's salesman, if it's appropriate he should point outin no uncertain terms the irrelevance of the materials the salesman

is selling. This discussion should be followed up by a letter to the
publisher, telling him that his book, or record, or whatever has verylittle to do with "where it's at." Believe me, when publishers receive
letters of this type, the rafters shake. Unfortunately, all too often, theletters come in pointing out that the third comma in the fourth para-graph of the sixth sentence in the eighth chapter should actually be
a semicolon. While we would all agree that our instructional ma-terials should be accurate, perhaps it is also equally important forus to say that a material is

'dishonest and distorted in its presentation of reality,
consciously or unconsciously racist in its point of view,

-simply borin
-not relevant to urban schools.

If these statements are followed up by a simple declaration,, willnot buy your materials," the impact on educational publishers could
be more profound than one hundred scholarly articles on reading
disabilities among disadvantaged learners published in a given year
That simple sentence, "I will not buy your materials," has not beenheard often enough or loud enough by educational publishers.

The second level of action is actually an extension of the first,
beyond personal initiative into group action. Many different kindsof formally organized group channels are available to teachers the
unions; professional groups like the IRA, NEA, and NCTE; parent-
teacher groups; black action groups. In other words, if the publisher
hears your declaration, "I will not buy," coupled with like declara-tions of others, he will be even more responsive for obvious reasons.An organizational posture, especially by a nationally based group,
can be extremely effective in getting the kinds of materials you want.
The stand that the NAACP took in the example already cited is one
such instance. (The Negro action groups are particularly well suited
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to translate personal feeling into what might be called participatory
democracy because they are in the forefront of social change.) Out
of such confrontations new channels of communication between the
teachers and the publishers can well be opened. Through these chan-
nels teachers will make it possible for their voiceless pupils to be
heard. How often in the publishing houses I have heard the state-
merit, "Children don't buy books." That statement is normally used
to justify taking out of a material something new, something perhaps
provocative, controversial, or contemporary because the youngsters
our youngsters, your pupilseven though they are the ultimate
users of what is produced, have no say or voice in the books they
read, the filmstrips or films they see, or the records or tapes they hear.

It would be an interesting experiment to hear what our stu-
dents have to say about our materials. I would like to suggest that
the youths are far more aware than we give them credit for. Possibly
one way to test this idea would be to invite students from across the
country to participate in the next IRA meeting. Let us hear from
their own lips what they think of our "learning materials.

The third level of activity is an extension of the first two For
the past year our company, Educreative Systems, has been working
with the Appalachia Educational Laboratory in developing junirn.
high school vocational guidance materials. Very early in the work
we found, in a special survey we did for the lab, that the present
commercially available materials simply did not suit the special
needs of the Appalachian youngster. The educational publisher
produces for a national market, and there are many childrenboth
urban and ruralwho just don't fit into that model. One interesting
trend has been, therefore, in the direction of regional initiative in
developing instructional materials tailored to the particular require-
ments of a segment of the national market. (The Greater Cleveland
Social Studies Program and the work in social studies in Los Angeles
are two examples of this trend.) Unfortunately, the educational pub-
lisher often comes in after the materials have been designed so that
the professional contribution he might make- is negated, in effect.
Moreover, he has not been strongly motivated to develop a liaison
with local groups because his market, he thinks (erroneously in many
instance, too small and thereby potentially unprofitable.
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Since federal funds are available for materials development
activities, the third level of activity is the one in which the school
or school district takes the initiative in obtaining such funds to
publish the special kinds of materials it needs: The publisher then
becomes a kind = of consulting partner-in the arrangement. He can
offer wiriting, editorial, graphic and production expertise and, per-
haps ultimately, some limited distribution.

One interesting facet of this model is that it puts materials
development in the school and thereby invites the participation of
teachers and students. For example, I see no reason why, with proper
adult supervision and help, youngsters themselves could not develop
certain types of materials for other youngsters. Field testinghardly
ever done by educational publisherswould be built into the actual
situation: And new kinds of materials for teachers could emerge.

To summarize, we can use the present social concern for im-
proving the quality of education for low income children as a means
of achieving better schools and better instructional materials for all
of our children. Thus, the present social crisis offers a promise as
much as a threat. The promise is that we can through direct political
activity democratize some of the social institutionssuch as the
schools and the publishing housesthat shape our lives.



PATTI DENNEY BARNES
Columbus, Ohio, Public Schools

MUCH has been said and written about the vicious cycle into which
the disadvantaged are catapulted and confined. A poorly educated
person may either have a low paying job or be unemployed; he will,
therefore, have a low income which leads = to poor housing. Broken
homes and de facto segregation are part of the cycle for some of our
disadvantaged. Most have low self-esteem which results in low

andmotivation and poor school performance, and the cycle continues.
One of the first things which administrators ought to do is to

establish the tone or climate of operations by illuminating the
potentially creative opportunity to be found in teaching the dis-
advantaged. It should be pointed out that a teacher in these schools
has a chance to help children break out of the cycle of poverty. Ad-
ministrators need to know, and make known, that while some chil-
dren will learn in spite of the teacher, disadvantaged children will
learn because of the teacher; and; according to the Bank Street
project, they may learn partly in relation to the expectations which
teachers and principals have for theM (10

Children often seem to succeed if the teacher expects them to,
but if she expects them to fail, they rarely exceed her expectation.
Teacher expectations become a self-fulfilling prophecy. Lacy (8)
admonishes administrators, ". . as you believe in them, students
socially disadvantaged or notwill believe in you, and in themselves,
and will finally he freed to learn."

If one begins by having low expectations for the child and
addition provides him with a curriculum which is unfamiliar to
himand indeed, rejecting of himit is no wonder that many dis-
advantaged children are not successful in school. -The wonder may
well be that there are so many that are successful. It,ran be seen,
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then, that a change is necessary in the traditional school if the chil-
dren of poverty are to be reached and helped to achieve their max-
imum capabilities. Niemeyer (10) states that ". . . change can be
brought about in a school system only if those in high authority
require this change. . . ."

Needed Changes in Curriculum
Some significant research findings point the way for administra-

tors to make change. Bloom (5) conducted about 1,000 longitudinal
studies of selected characteristics for his book Stability and Change
in Human Characteristics. A major proposition which is tested
throughout the book is that the environment in which the individual
develops will have its greatest effect on a specific characteristic in its
most rapid period of change and will have least effect on the char-
acteristic in its least rapid period of change.

The implication here is that administrators should study chil-
dren and characteristics to determine the most rapid period of
change for a given characteristic. If need be, then, the curriculum
-;an be restructured along these developmental lines. If, for example,
it is determined that children learn cursive writing faster at age six,
then perhaps a curriculum which places cursive writing in the third
grade should be restudied.
Areas of Administrative Concern

Some of Bloom's other findings indicate additional areas for
administrative concern, particularly with regard = to prevention of
school failures. Three of these areas are 1) preschool education, 2)
parent education, and 3) primary education.

It is estimated that 50 percent of the child's personality charac-
teristics and at least one third of his development academically has
taken place before he enters school. Furthermore, the research

. . reveals the aspects of the home environment which seem to be
most significant in affecting the level of measured intelligence of
the child as well as his school learning" (5). If it is known how
parents affect their child's school learning, then educators must
teach them to help their children learn.

The middle-class child is given help in dealing with the world
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in which he lives, in using language to fix aspects of this world in
his memory, and in thinking about similarities, differences, and
relationships in his environment. Parents motivate, reward, and
reinforce desired responses. The child is read to, spoken to, listened
to, and is subjected to a stimulating and varied set of experiences
in a very complex environment. He learns to learn early. When he
becomes a parent, he helps provide the same types of experiences
for his child; and his child learns to learn early.

Often no one has provided those experiences for the disadvan-
taged child; and when he becomes a parent, he is unable to provide
them for his children. Learning to learn is not as central in d7-__4ad-
van taged families because of the size of the family, low level of
education of the parents, frequent absence of a father, lack of a great
deal of constructive language-oriented interaction between children
and adults, and because of a. consuming concern for providing the
basic necessities of life.

Although they love their children as much as any other parents
do, disadvantaged parents do not have the skills or the opportunities
to make the educational provisions as do other parents. It then
behooves the school to provide a meaningful pro ram of parent
education. Perhaps educators should stop saying this area is not the
school's responsibility and begin to realize that it is and that by
assuming that responsibility, the chances of effectively carrying out
the major role of educating children will be considerably heightened.

What is already known about the early language development
of children also indicates that nursery schools, kindergartens, and
perhaps even day-care centers must be provided to stimulate the
child to perceive aspects of the world about him and to fix those
aspects in his mind by the use of language. If Bloom's hypothesis
is correct, that the environment has its greatest effect on a character-
istic in its most rapid period of development, then administrators
must consider providing preschool environments conducive to lan-
guage development during this crucial period in a child's life. To
neglect to do so is to fail to take adequate steps to prevent problems
and help insure the success of disadvantaged children.

In addition to the aforementioned concerns of preschool educa-
ion and parent education, a third area for administrative study is
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primary education. Much of the development of the child with
regard to basic learningincluding language competence, learning
to learn, ability to receive instructions from adults, deferring grat-
ification of reward, general motivation to learn, and basic attitudes
toward schools and teachershas been completed by the end of the
third year in school. These 'earnings are prerequisite to later learn-
ing. "If learning has gone very poorly during this period, much of
the work of the schools thereafter must be disciplinary or remedial"
(5)-

In light of these findings, other previous research, and the ob-
servations of myriads of primary teachers, administrators must begin
to reverse their past policies and make the greatest allocation of
resources in the primary grades.

While it is true that a fully equipped remedial reading labora-
tory in a high school makes a much more visible, prestigious, and
"modern" showing for public relations purposes, administratively
speaking it is not the most efficient or economical means of approach-
ing the problem. A far more sensible approach would be to prevent
as many children as possible from needing a remedial reading center.

It is true that in order to accomplish this end, administrators
will need to make value judgments and decisions about priorities.
Band uniforms, extensive athletic programs, transportation of high
school pupils, and a 20:1 ratio in a chemistry class are important.
Likewise, a remedial reading center is a necessity, but so is a highly
developed early diagnostic and evaluation technique. The latter calls
for testing and evaluation specialists and psychologists available in
the primary grades for early identification of individuals likely to
have difficulty in learning.

Following this identification, there is a need for the develop-
ment of more effective learning experiences for those children iden-
tified, including diagnosis of competence, analysis of sources of
difficulty, educational prescription, appropriate teaching strategies,
and an abundance of appropriate learning materials. This situation
implies a class size ratio of 15:1, or at most 20:1, more carefully
selected and better trained teachers, more classrooms and conferenc:
rooms, additional paraprofessionals, reading and language specialists,
counselors, and intensive inservice education of teachers.
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In light of the research findings, administrators cannot continue
to look the other way. They must come to grips with the fact that
if services are provided at the period in which they are most needed,
it is more economical and, at the same time, it provides for an easier
and more rapid development later on Administrators must recog-
nize this fact and take action. And they must be prepared to ri.k
failure in order to discover better ways of reaching all children. Such
an administrator is what Avery (4) refers to as one of the "new breed."
Strom (15) identifies certain traits which should be possessed by ad-
ministrators of disadvantaged schools:

L He should have understanding and empathy for the disad-
vantaged.

2. He should be cognizant of learning and behavioral diffi-
culties.
He should have enthusiasm and show success in working
with inner-city staff and low income parents.

4. He should identify himself with the major problem con-
fronting teachers.

5. He should facilitate instructional tasks.
6. He should coordinate staff efforts and serve as a liaison be-

tween the faculty and other professionals offering special
services.

Actually, except for the references to disadvantaged, Inner -city,
and low income, these same traits are applicable to administrators
in any position, for the :function of an administratrir- is to make
great teaching possible.

Just as there are traits which apply to administrators, so there
are broadly defined functions which are carried out in schools,
whether or not they serve disadvantaged populations. Setting the
tone and the climate of operation has already been mentioned. Other
broad areas are administering the instructional program, staff per-
sonnel operations, pupil services, funds and facilities, and the school-
community relations program.

How these administrative functions apply or relate to the read-
ing prop-am, and reading program development, is ottr next chief
concern.
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Administering the Reading Program
Specific functions of the administrator in reading program de-

velopment are the formulation of policies, the development of read-
ing goals and objectives, and the establishment of the importance
of reading from preschool through and beyond grade twelve.

While there should be some systemwide policies, the local
school should be the key unit of participation. There should be
provision for, relating the work and problems of the local school to
the work and problems of the system as a whole. Administrators
should be free to work with the staff and community to make the
local school program more responsive to local school conditions,
within a larger system.

Still within the framework of responsibilities for administration
of the instructional program is the implementation of the reading
program through the provision of materials. In many cases the ma
terials provided comprise the entire reading program; thus, wise
selection is imperative.

Responsibilities for administering the i- .t uetional programand the staff personnel program overlap because the single most
important ingredient in a good ;ztiding program is the good teacher.
Recruitment of personnel is extremely critical.

Supervision of classroom teaching is also important. The ad-
ministrator, generally the building principal, should know whateffective teaching is and recognize that there are many different
kinds of effective teaching. His role is to ". = help teachers under-
stand and implement the best of modern methodology. He must
be aware of the nature and rationale of changes in teaching contentand techniques. It is the principal who validates, reinfqrces, and
rewards the practices of teachers in his school" (2).

Responsibility for the professional growth of teachers is still
another administrative function, whether it is thought to be included
in the functions relating to instruction or staff personnel.

The administrator coordinates plans for use of resources, sched
ules activities, secures needed consultative help, and encourages the
participazion of many people. He attempts to motivate individual
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teachers, to get them to want to grow and profit from an nserviceexperience. He must give of himself unsparingly and help teachersbecome willing to make sacrifices of time, money, and effort.
Curriculum development is one means of becoming involved inan inservice program. However, a staff will seldom accept readilya proposal that everyone must work on curriculum change. Thereshould be agreement that those who have ideas and want to try themout may do so.
By curriculum change, the reference is not to rewriting a courseof study or other paper changes. They have little significance in thetask. What is needed is change in people, in their ways of doingthings, in their attitudes, and in their willingness to experimentwith the process of change while on the job.
In initiating the program of nservice education through cur-riculum change, the administrator should "take off the lira" andgive people a chance to do what they know needs to be done (I).The program should start where the people are, fit the locationand the situation, and be related to the problems that actually exist.Those who receive the benefit of an inservice program should sharethe planning with those who provide it The program should besimply organized in its early stages and avoid undertaking too manythings at once. It should beflexible without becoming involvedtoo early in a complex problem that takes a long time to arrive atgoals.

"Perhaps the greatest contribution administrators can make isto support experimentation" (16): The administrator must create anenvironment in which teachers know it is permissible to try some-thing and fail.
John Gardner (2) gives five aspects that an individual or asociety needs to provide for self-perpetuating continuous growth."I) self-development, 2) self-knowledge, 3) courage to fail, 4) respectfor others ove and 5 motivation of the essential element of self-renewal."

-The administrator must set the climate for such growth inteachers, must provide the resources, and then, to some extent, getout of the way and let teachers grow. The administrator must also
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ask himself if he will ". . serve as a catalyst for change or as the
caretaker of tradition" (4).

Another instructional responsibility of the administrates r i the
appraisal of the Success or failure of the reading program.

In the broad area of administering pupil services, the ad-
ministrator must )rovide diagnostic testing and remedial instruction
in reading. He must also coordinate the efforts of all the staff per-
sonnel, such as the diagnostician, remedial reading teacher, psy-
chologist, nurse, speech therapist, and counselor, who provide special
services to pupils.

It is in the area of school-community relations that administra-
tors are currently facing their greatest challenges. They must inter-
pret the reading program to parents, but more than that they must
be willing to lead a constructive analysis of the program and be
prepared to provP.f. leadership in areas needing change_ Change
for the sake of change is not necessarily good, however (4).

The school administrator who perceives his role as a choice
among ignoring the forces of change, resisting them blindly, or
embracing them indiscriminately will not survive the next
decade.

Reading Improvement ProjectThe Columbus (Ohio)
Public Schools

To illustrate all that has been said thus far about administrative
responsibility and reading progTam development as it relates to dis-
advantaged youth, it might be appropriate to describe how one
school system reacted to the chnge brought about by the sudden
availability of federal money and how a reading progTam was de-
veloped ,for disadvantaged children, in grades four through, twelve.

The initial phases of the program development will be described
very briefly and very generally, for purposes of providing background
information, since these aspects are described more in detail in an
article entitled "Starting From Scratch"

January 31, 1966, the Columbus, Ohio, Public School System
found itself richer by 2 million dollars. Of this, over 500,000 was
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set aside to provide a reading improvement project. The writer was
selected to administer the 21/2-year project, and 38 men and women
classroom teachers were selected to become reading teachers. It was
the job of the administrator to train the teachers and to develop a
program.

Since the teachers represented a wide diversity of backgrounds,
the first stage of the inservice program to train reading specialists
was the development of a common foundation and of a broad under-
standing of project purposes. This stage included an overview of
reading and of the disadvantaged child and a general orientation to
the reading improvement project. It was planned by the project ad-
ministrator and included visitations, demonstrations, lectures, and
participatory sessions.

The second stage of the inservice program was characteri7ed by
the assumption of total responsibility for the planning of meetings
by the reading teachers. Each teacher was assigned to one of five
groups. Each group determined remaining unmet inservice needs,
planned a meeting to fulfill these needs, and developed means to
evaluate the meeting afterwards.

In the third stage of inservice, the teachers expressed their
needs through evaluation questionnaires, group discussions, and
face-to-face contacts with the project administrator. The adrninistra-
tor, in turn, planned meetings in accordance with these expressed
needs. Included in this stage were intensive diagnosis and remediation
techniques, sessions on understanding the disadvantaged child, visits
to other school systems, and small group work on the development
of materials for teaching reading in content subjects.

The fourth stage involved the selection by each teacher of a par-
ticular area of interest. Those interested in a given area then met
together to develop materials for remediation in this area. These
materials were compiled and published in a book entitled Successful
Approaches to Remediation of Reading Difficulties.

The fifth stage of the inservice program was termed "individual-
ized inservice." Each teacher selected his own area of interest in
which he could tio action research or pursue an interest more in
depth. Here the lid was off and no holds were barred. Some teachers
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Throughout the project teachers continued to evaluate the in-service program and suggest new dimensions and directions. Since31 of the original 38 teachers remained with the program duringthe entire 21/2 years, the professionalism, team spirit, and camaraderiewhich developed were quite extensive. They were reading teacherswho were involved in the development of the ongoing program inwhich they taught.
The final stage of the inservice program involved the develop-ment of an orientation program for new reeding teachers. In Septem-ber 1967, when seven new teachers joined the program after it hadbeen in existence for a year-and-a-half, it became apparent that thedifference in amount of reading knowledge between those experi-enced teachers and the new teachers was tremendous. An inserviceprogram for these seven new teachers was provided separately fromthat provided for the experienced teachers. It was the plan then toevaluate, this separate program in order to produce a "package pro-gram" for orienting new teachers in succeeding years.The task of evaluating the orientation for the 1967 new teach-ers, and establishing a program for 1968 new teachers, was assignedto the administrative assistant of the reading improvement project.The evaluation revealed that the single most beneficial part of theorientation was the assignment of a new teacher to work in the samebuilding with an experienced teacher- This internship was thereforeincluded in the program for orienting 1968 new teachers. Continuingwith the usual procedure, the teachers involved will actively par-ticipate in the evaluation of the existing program for the purposeof planning and developing a more effective program for the future..

In developing this paper the writer has endeavored to presenfour major ideas and illustrate them through the description of theColumbus Public School System's Reading Improvement Project.The first idea is that :whether he is disadvantaged, any child needs
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the opportunity to develop to his fullest capacity through a good
program of reading and the related communication arts. Austin's
components of a good reading program were cited as an example.

A second idea presented was that the administrator has a major
responsibility for the establishment of an operational climate which
illuminates the worth and value of teaching the disadvantaged. For
too long administrators have done a disservice to the disadvantaged
by failing to be the leader they need. It is time to reorder priorities
so that society itself may be enabled to reach fruition.

The third main idea presented was the need for change in the
education of the disadvantaged and the administrator's role in bring-
ing about that change. Bloom's research findings were used to il-
lustrate areas for administrative consideration with suggestions for
indicated curriculum changes.

The fourth major topic was the function of the administrator
specifically within the reading program. The administrator is im-
portant; and, to a great extent, he determines the kind of reading
program a school or school system will have. He is not expected to
be a reading expert; he is an administrator, and as such it is his
responsibility to secure the needed expertise and the resources to
support it. He should not feel threatened by those who have more
knowledge than he about reading, but he must be willing to support
them and then stand back and let them use their knowledge. He
must know his own strengths and weaknesses and realize that his
effectiveness as an administrator is revealed through the creative
potential he releases in other
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Inservice Education for Teachers of

Disadvaritaged Youth
CHARLOTTE BROOKS

Washington, DFC., Public Schools..

Case Number One

A friend who is a high school counselor spoke recently about a
young girl sent to her by a teacher.

"She can't read," said the teacher.
The. counselor, formerly a teacher of English, tested the girl

and found that she could Teal.
"Why did you send her to me?" she asked the teacher.
"Oh, she's so ugly I just couldn't stand looking at her another

days"- replied the teacher.

Case Number Two

In a junior. high school ...a reading teacher.regularly screwed up
her. .face and achieved an expression of disgusted- resignation. as she
entered classrooms to .take.-youngsters. out for remedial reading.

"They're aniinals," she sad sometimes loudly.enough for them
knells just like .a -zoo."

Case Number Threc

A young teacher full of missionary zeal usually enters her class-
room with a kindly, benign expression at the start of each day; and
after spending time spreading love, affection, and pats and hugs,
goes home tired, distressed, and frustrated. She has attempted to teach
nothing, and the kids=--second gTadershave T1111 wild.

Tut they have no one who loves them, and I must give t_
love," she cries plaintively.
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service education to teach literature and perhaps a little composi-tion. She appears to want to teach beautiful people only. Inserviceeducation might help her to face herself, to see her limitations, andto accept and teach her students.
The second teacher needs the kind of humane understandingthat could be provided by the right kind of inservice education. Shemight be saved.
The third teacher is young enough to profit a great deal frominservice education. Her idea of love is partly rightbut she mustlearn that love is more than just a sentimental, gushy kind of ac-ceptance. It includes a tough, realistic perception of what clisa&/an-taged youth require, and it includes expectation of success. Respectfor the individual pupil is implicit in this kind of love.Let us move from the three Ix- ief case studies of teachers whoneed inservice education to a consideration of 1) What inserviceeducation will not do, and 2) What inservice education can andshould do.

It will not solve all of the problems teachers have. Nor shouldit. Preservice preparation must include more realistic courses in thepsychology and sociology of the disadvantaged and more practicalcourses that will prepare the new teacher to work with what nowamounts to the total public school population, the disadvantaged.It will not change the basic attitudes of those beings I can onlycall "nonteachers." These are those strange people, cold ones, whoenter teachi-,g because 1) they have failed at everything else; 2) theyare basically -adistic and know that teachers can murder the humanspirit with impunity; 3) the hours suit them; or 4) countless otherreasons that have nothing to do with the true teacher's honest desireto help human beings learn about themsel7es, about others, andabout being.
I am not sure that my three initial examples constitute non-teachers. As a person who works with teachers, I have no more rightto make hasty judgments about them than they have to make super-ficial and hasty judgments about pupils. The right kind of inserviceeducation will separate the sheep from the goats, will reveal the non-teacher who should go into numismatics, paleontology, podiatry, as-trology, acoustical engineering, or any job that deals with thingsrather than with human beings_
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It will not magically transform unprepared, uninformed, un-
imaginative, and uninspired teachers into marvelous persons who
will hook the disadvantaged on reading, teach them the necessary
reading skills, involve them in the reading process, and thus solve
most of their educational problems.

Inservice education for teachers of the disadvantaged will help
teachers to identify the disadvantaged. By disadvantaged I mean all
pupilspreschool to adultwho have been deprived in any way of
those advantages enjoyed by most Americans. Among these I count
the poor in the country and in the city, those who simply lack money
to buy food, clothing, and books.

Inservice education for the teachers of these pupils must help
such teachers face the fact that poor and dumb are not synonyms. A
hungry child might seem slow. A well-fed child, on the other hand,
might seem smarter than he really is. These teachers must learn to
see poor kids not as know-nothings but as human beings who have
something to teach the teacher. Teachers of these pupils must know
language experience approaches that will help them find out what
resources such pupils have

Among the disadvantaged I must also include those who have
been deprived because of senseless prejudice against them. These
pupils are oftenbut not alwayspoor also, and in their number I
count American red, black, yellow, and white people.

Inservice education must provide teachers with real facts about
the different people who populate this land. Too many teachers
swallowed whole the miseducation of their youth about the Amer-
ican Indian. They must learn his true history and share it with their
pupils. Recently, I visited a. fine school for Indians, where no teach-
ers were Indians and where the children were learning all about
Hawaii. In Hawaii the children were probably learning about the
Sioux, Navajos, FL :blos, or Seminoles. I know a person who visited
a reservation in the North and asked Indian pupils to speak to hirn
in their own tongue; to tell him some of their legends, and to play
their music. They could not, but found some old people who could.
This man was not a teacher but a miniiter.

Such tapping of community resources must be done by teachers
for black pupils, some of whom have relatives still living who can
tell true tales of slavery and of life in the past .centu
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Another large group must be numbered among the disadvan-
taged. This is a group often termed the alienated, the uninvolved.
It might include some of the poor, the deprived, and those against
whom prejudice operates. But more and more it also includes the
children of the rich, the cut-off children of the suburbs; people of
all ages who do not read because they see nothing that interests them,
or who will not read because no one has tuned them in. Inservice
education must provide insight into what makes these pupils tick
or rather, what keeps them from ticking. It can offer specific ways
into the isolated worlds of these nonlearners, and it can help them to
want to read and to learn.

There was a girl who, because she did not read, was sent to a
teacher. The girl was sent, fortunately, to a teacher who filled his
room with books and permitted his pupils free access to them. He
knew the girl read on a second grade level, and she picked up a
book he considered too difficult.

"You can't read that; it's hard," protested the young man.
"Try mer responded the girl. He did. She read.
"Why?" he asked.
"Oh," she said. "I wouldn't read for that old woman. The

books were dull, and she was borin
Inservice education then must provide a chance for teachers to

know materials and a chance to learn to use them well, even to cre-
ate them.

These things I do believe:

1. Inservice education is not just for teachers of the disadvan-
taged but for all personnel who work with the kinds of
pupils cited here. Superintendents, principals, supervisors
and paraprofessionals should have this education together,
and the following elements are essential.

2. Sel&knowledge comes first. Provision must be made to give
every person a chance to see and to hear himself.
Tape recorders in class rooms aid self-evaluation
Video tape
Role playing with teachers and administrators as students
Doing everything that is demanded of students

Taking reading tests
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Oral and silent reading
Writing language experience stories
Devoting a week to reading only what the kids readre-

membering that among the disadvantaged this tripe is
sometimes the only reading matter available.

(On upper levels, staying awake an hour listening to a lec-
ture is hard; we demand six hours of pupils.)

3. Understanding language development and the importance
of the disadvantaged pupils nonverbal and verbal differ-
ences.
Realizing that the pupil might not read books well, but he

reads the teacher beautifully
Ages gestures

4. Learning to use pupils as resources.
Boysgamesautomobiles-
English experiencecricket roundusWind in the Wil-

lows dead hedgehog
Knowing that individualization is possibly more important
for these disadvantaged pupils than for most others; and
learning many ways to reach them.
Language experienceperhaps using syntax of kids (Books

from Florida)
Fernald for the "kinesthetic kids"
Programed instruction for some
Machines are useful, and teachers should learn to use them.

For these kidsmachines are in some cases better than some
teachers_ They do not insult; they do not purse up their
lips, or look disgusted, and they are objective

Knowing and using individualized reading approaches
Filling rooms with books, pictures, music on all levelsnot

just elementary
Creating new ways in

Role playing for comprehension
Theater games
Students as tutors (Philips)

Enough of specifics. Inservice education is a continuing process
and must never be divorced from what goes on in school. Instead of
separate "courses," the school should be a laboratory, and the entire
staff should be involvedwith pupilsin improving instruction.
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Action research in the classroom should be done with new
methods. Instead of papers or tests, lessons should be taught and
evaluated by the teacher, by colleagues, by staff, by pupils. (Audio-
tape and videotape, as suggested earlier.) Work on a specific situa-
tion: a prohlenitape conversation, see film, see sociogram.

The teachers of teachers should teach kids. People who write
books should practice what they preach.

In short, inservice education of the disadvantaged means total
involvement.

George Bernard Shaw said, "Teaching would be impossible
unless pupils were sacred."

Inservice education can help teachers see pupils as sacred as
human beings, not aztimals.

Langston Hughes said:
What happens to a dream deferred
Does it dry up like a raisin in the sun
Does it fester like a sore and then run
Does it stink like rotten meat
Or crust and sugar over like a syrupy sweet
Does it sag like a heavy load
Ordoes it explode?

Inservice education, used for the three teachers whose brief
stories started this story, can keep the dreams of the disadvantaged
from exploding. And it must.



The Fourth R: Reality and Its Implications
for Preparin Teachers of Disadvantaged Youth

SHIRLEY MCNEIL.
Detroit, Michi Schools

Open my eyes to visions girt
With beauty and with wonder lit
But let me always see the dirt,
And all that spawn and die in
Open my ears to music; let
Me thrill with Spring's first flutes an
drums
But never let me dare forget
The bitter ballads of the slums.

Louis Untermeyer (32

IN "TIlE COUNTRY or THE BLIND," H. G. Wells (35) tells a legend
about a unique race of blind men who lived in a remote country
far away. By chance, one day_, a stranger accidentally wandered into
this country from the outer world. Nunez was his name.

Neophyte Teachers in Ghetto Schools

Many teachers approach inner-city schools with the misconcep-
tion of Nunez. Each semesterfortified by university degrees, a
middle-class or upper-lower-class outlook, neophyte skills, and vague
conceptions of how children learnthousands of teachers accept
assignments in slum schools throughout the nation. 'Too often, like
Nunez, they enter with the conviction that "In the country of the
blind the one-eyed man is king!"

Later, the teachers are stunned to discover that instead of view
ing teachers as supreme, disadvantaged students see them as deprived.
Davis (5), explained this phenomenon when he wrote:

189
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A young and hopeful teacher, trained in our best colleges and
universities, often undergoes an emotional trauma when he
begins teaching in a situation where the majority of students are
from families of the lower socioeconomic groups. Many new
(and old) teachers find it impossible to understand the attitudes
and values of these pupils; they are puzzled by the students' re-
actions to the material and to the instructor, and by their often
sullen, resentful behavior. Such teachers, coming from middle-
class backgrounds and possessing highly academic training from
colleges and universities, experience a cultural shock owing to
the great difference between their own training and academic
goals and those of most of their students. The result in many
cases is bewilderment, followed by disillusionment and apathy.

Our nation's schools are replete with teachers who blame the
students for not learning. Rather than analyzing their own ineptness
In "this new uncharted land" and. accepting the unique challenge it
offers, many teachers ignore the clarion cries of ghetto youth for
knowledge. They become defensive and in their defensiveness they
change from educators to custodians. A circular process of resent-
ment begins. The students perceive themselves as prisoners; many
of their teachers view themselves as educational wardens.

Edwards (11) expostulates:

A substantial segment of the American population is im-
prisoned in our schools. They are required by law to attend.
Our educators are virtual custodians of torture chambers, eu-
phemistically referred to as institutions of learning. And the
hostility or indifference that is generated within these captives
impaled upon the spike of our p_ resent-day curriculumis
both understandable and justifiable. These captives are the cul-
turally, socially, and hence, educationally disadvantaged "learn-
ers."

Essentially, there is no conscious malice on the part of
school people in their neglect of the special learning needs and
psychosocial adjustment problems of these disadvantaged stu-
dents. Rather, this neglect has been spawned either by indif-
ference or lack of understanding of students who are not "just
ordinary" in their preparation for traditional school experi-
ences.
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Unfortunately, however there are many students who come
from cultural pockets that are quite at variance with the general
American culture .

191

If teachers become traumatized in ghetto schools, what happens
to the so-called disadvantaged youth who must attend? According to
Deutsch (9) , students, too, go through a type of cultural trauma!

They have entered a foreign land. There is a teacher speak-
ing in continuous sentences for longer periods of time than they
have been spoken to before, often speaking in a different dialect,
and expecting and anticipating attention from the children,
and assuming that they are functioning in terms of the same
parameters as she.

These children have come from a different cultural context
and have had no real preparation to meet the demands of the
school. It is not simply that the children lack skillsthere is
an incongruity between the skills that the children have and the
kinds of skills that the school demands.

Preparing Future Teachers for Inner -City Schools

Universities in the Detroit area are attempting to reduce the
social and psychological distance between Motor City youth and
beginning teachers by conducting undergraduate classes, graduate
courses, and teacher corps training sessions in ghetto schools.

On-the-spot experiences in slum schools provide the future
teachers with a realistic day-to-day panorama of the dynamics of
inner-city teaching: the problems, frustrations, fears, sorrows, exulta-
dons, successes, and failures. Students from the universities become
better able to understand, from firsthand knowledge, why failure is
often more prevalent than success in inner-city schools despite com-
mitment, competent teachers, lesson plans, contagious enthusiasm,
and effort.

Participants observe, first hand, what is relevant to impoverished
youth and what is superfluous. They learn to construct flexible les-
sons for transient populations. They have an invaluable opportunity
to apply theoretical learning to actual teaching situations in a tutorial
situation, under the supervision of a reading specialist, known as a
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DISADVANTAGED UTHreading coordinator or under the guidance of a master teacher
selected by the university.Help is given in a crisis situation at its inception. The novices
learn how to establish rapport with

ego-damaged students. Likewise
they learn how to avoid,

inadvertently or otherwise, creating hostility
in students.

Daily vignettes teach more than myriad words. Watching a
kindergarten teacher at Burton School struggling to identify the
names of pupils, future teachers learn that even taking attendance
is difficult.

Maybe a boy is listed as Norman, but he only answers to
"Toddle" (the teacher finds that out two weeks laterOr maybe the child doesn't answer at all but just sits there
until finally some other kid says, "Oh, that's him over thereA Primary Unit One teacher, trying to explain the word go to

his young charges at Williams School, tried to teach it with sen-
tences, actions, and pictures. It se :reed to no avail. Then, toward the
end of the session, one child contributed, "If you put two of the go's
together, you get go-go, and I knows what go-go means. It's like
Go-Go girls." (Who said inner-city kids lack background?)Listening to Chris at Kennedy School struggling through four
lines of prose, which obviously is painful for him, is a memorable
experience. He consistently substituted the name Father for Bob,
Mother for Nancy, and up for come. In several sentences he read sight
words fluently when they were spelled with a lowercase letter. (He
had obviously been taught and remembered the words in lowercase
form. Later he was suprised to discover that the sight words were
still the same words when a big letter at the beginning replaced the
small letter.) Having been thoroughly instructed that words with
lowercase letters had certain meanings, he obviously thought the
teacher was demented when she tried vainly to convince him that
the word spelled with a capital had the same meaning and that it
was not a different word.

Six-year-old Sylvester could read the basal texts, but he got
infuriated when he read the

comprehension statements. In answer to
the question about "What Teddy an insipid pink and blue toy)
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could ride, he dutifully supplied the response, "Teddy can ride the
airplane." Then with a disgusted look on his small black face he
went on to argue about how dumb that idea really was.

"Look at the bear," he challenged. "He cain't ride no air-
plane. He ain't got no fingernails. He ride on an airplanehe
fall off!'"

Motor City teachers (24) and future teachers can be heard to
lament about textbooks:

Some of the children in our schools have never seen a father
figure in their homes. The mother is the central figure in their
lives. In writing a textbook for children in the center district a
story or two should depict a home where there is no father, and
how youngsters can best help their mother keep the family
together.

I think textbooks should show Negro and white children
as we have them in school. It is embarrassing to me to use books
in which Negro children see only white children. I think our
children would take better care of the books if they could see
themselves in the books. (Note: 61.4 percent of all children en-
rolled in Detroit's public schools are black.)

The culturally disadvantaged child is just not familiar with the
residents of The Little White House (Ginn)

Get some soot on The Little White House, or come
come up with The Big Brown Tenement!

What's wrong with a story about a child who has his own key to get
in after school because both parents are at work? Or a child who
gets up to get his own breakfast in the morning as mother and
father are at work or because there is just mother and she has to
work? Or a child who has to come in from school quietly because
father works the midnight shift and is asleep during the day? Include
apartment dwellers, little white house dwellers, roorniughouse
dwellers_ _even trailercamp dwellers. Show children as they are!
Ponytails and patent leather shoes are fine, but children get dirty.
Negro children wear braids, too. They play in the streets as well as
in the park. They even play in alleys and backyards.
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Teachers who work with disadvantaged children, nationally and
internationally, can never assume that textbook concepts and words
have the same connotation for disadvantaged youth that the author
intended, as the following anecodote 04) reveals:

"What's this word?"
"Brother?'
"Brother
"Yes. Like your little brother over there ?'
"But he wasn't always my brother."
Whatir

"See, he used to be my cousin?"
"How does he come to be your brother if he was once your

cousin?"
umrnie knows?'

Future teachers meeting Marc or his counterpart first band see
a tiny, cherubic child who has resisted learning to read with a pas-
sion. For two years he was unable to grasp the i.-ac's or words like
Torn and ride. Finally after two years, a word M-O-T-H-E-R caught his
attention. The reading coordinator at Owen (27) set about teaching
it with all the expertise at his command. A breakthrough!

Marc asked, "You mean like MY mother?"
"Yes! . your mother, her mother, his mother, my mother."
"But MY mother?" Marc persisted.
Yes, of course, your mother."

"Oh," grinned Marc. And he looked at the word again and
said, "The word is MOTHER!"

Maybe Marc forgot the whole thing later, but the reading co-
ordinator didn't. He remembered that despite all the records that
label Marc a failure, for just a little while on a rainy, gloomy after-
noon Marc could read and comprehend the word Mother.

University students attending classes and tutoring in depressed
area schools observe many dedicated teachers valiantly striving to
inculcate the joy of learning in their students. Occasionally, despite

facto segregation, boycotts, vandalism, pandemonium, firs, false
alarms, overcrowding, and inadequate textbooks, some teachers still
possess the magic to evoke those "teachable" moments when wonder
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and hope transcend reality and they, with their students, can
miraculously foget what men really are and dream what men can be.

Whatever preconceived ideas future teachers may have enter-
tained, prior to their eye-to-eye confrontati ns with the realities of
ghetto schools and their youth, many return from the experience
much less critical, fearful, and myopic. Many overcome their mono-
lithic concept of ghetto students and become more receptive to them
in the process. They learn to view them in a positive context, as
children with multiple problems but manifold potential.

Teaching Basic Reading Skills to Disadvantaged Youth

The oft quoted statement, "Take every child where he is" must
be more than an educational cliché for reading teachers and special-
ists in the megalopolis. It should be the keystone of their professional
commitment if they are to meliorate successfully the reading de-
ficiencies of disadvantaged youth. Despite the horrendous poverty
that exists in urban slums, no two children living in the ghetto
enter school with identical experiential backgrounds.

Cecelia, the product of a poor but closely knit family, entered
kindergarten at Couzens School as a self-taught reader. She had
somehow learned to read and now wanted to read to learn. Fantastic!
Test results administered upon admission confirmed the fact that
Cecelia, "a bright, responsive child from a family of five, residing in
the Jeffries Housing Project," was able to read all the preprimers
put in front of her with fluency and comprehension. Instead of
retaining her in kindergarten, the principal and reading coordinator
made adjustments in scheduling to enable Cecelia to be assigned

to the primary unit. Periodic checking by the reading coordinator
revealed to everyone's satisfaction that Cecelia was progressing well.
Later, when Cecelia was retested on the Ginn Primer Achievement
Test she received 68 correct responses out of a possible score of 75.

Cecelia was the youngest in her class, but her social adjustment was,
nevertheless, very successful.

Most disadvantaged youth enter school initially imbued with
the desire to learn to read. However, many of them are Jess successful
than Cecelia, in their attempts to perfect this developmental task of
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childhood, and reading becomes either a dream denied or deferred.In the procels of failing to learn to read many students becomeego-damaged, acqktiring feelings of worthlessness, guilt, and failurewhich often manifest themselves in aggression, withdrawal or apathy.As students adopt an inadequate concept of their own abilities theybecome "psychologically crippled," according to Earl Kelley (16).
Our psychological selves may become crippled in much thesame way as our physical selves may be crippled by disease orby an accident, They are the same, in effect, because each limitswhat we can do. 1,Vhen we see ourselves as inadequate, we loseour "can-ness." There becomes less and less we can do.Perhaps it is unfortunate that we cannot see the psycho-logical self in the same way we see the physical self.Our hearts go out to the physical cripplewe do not enterhim in a footracebut we expect the psychological cripple tostep lively and meet all the vicissitudes of life as though hewere whole.

Problem readers, who are often psychological cripples, are stillexpected to compete in urban classrooms. Some nonreaders becomeso terrified of the book-centered reality of school that they have night-mares, like Tommy (29). In a composition entitled "The Thing" heWrote:

It was 12 in the nite. I was in the woods, It was very darkoat. I saw something. I ran and ran but it ran too. I went up atree. It came too. I crawled to the end of a big branch. It crawledout there too and struck me. And do you know what happened?I woke up for school. Do not read.
Later he confided the "Thing" that terrified him was READING!

Eleven-year-old Michael entered Burton School with a "defeatistattitude" toward learning to cover up his deep feelings of inadequacy."He was not a troublesome boy, but frequently showed evidence ofbeing licked before he started."
When Michael was initially referred to the reading coordinator,he was classified as a nonreader. In addition, he was said to have amental block to reading. Michael's failure to read totally convincedhim that he couldn't do anything, at all.
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On a spelling test day, for example, Michael would dutifully
write the heading on his paper, number it from 1 through 18. Then
he would put an X after each number and give himself an E. He
failed himself before the teacher even dictated the words!

By the time a retarded reader becomes an adolescent he either
accepts his fate as a slow learner and allows good attendance, extra
curricular activities, and social promotion to help him survive; or
he reaches sixteen and decides that the invisible, but monumental
barrier which separates him from his peers is too great and he be-
comes a dropout; or he remains, like Larry (20), full of boredom
and hostility waiting for an incident to force him w depart. He re-
sentfully attends classes as a hostile observer pathetically uninvolved
and defiant, thinking to himself:

"I'm bored! I'm bored!"
"I won't read; I can't read."
"I'll just sit here and spin my ring."
"If he ask me what I'm doing, just say, spinning my

goddam ring, whaddaya think I'm doing?"

The Need for Reading Specialists for Disadvantaged Youth

Confronted by a multiplicity of problems of the retarded reader,
and sensitized by the feelings of defeat and rejection which they
verbalized, Detroit educators realized that more than empathy was
required if teachers were expected to make school significant in the
lives of embittered, retarded readers. In addition to liberal doses of
understanding such students needed concrete help from individuals
who had expertise in the area of their deficiencies.

Reading coordinators were introduced in Detroit Public Schools
to fill this void. In 1959, at the beginning of the Great Cities Project
in Detroit Public Schools, reading disability was identified as one
of the major deterrents to the academic success of disadvantaged
youth. To cope with the diffuse reading problems of Motor City
youth, the position of reading coordinator was created. Currently,
there are 36 full-time positions subsidized by the Detroit Board of
Education and Title I funds.

Reading coordinators are assigned to a cluster of schools to as-
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silt with ongoing reading programs in selected, inner-city schools.
The reading coordinators' specialized, training and. skills enable them
to serve successfully as instructional leaders and to assist, as curricu-
lum consultants, administrators, and teachers '(.-12). Upon request,
reading coordinators give demonstration lessons, assist probationary
teachers, help classroom teachers diagnose reading problems, pre-
scribe corrective techniques to overcome specific reading disabilities,and provide resource materials for teachers.

Students who receive the direct assistance of- the reading co-ordinator must meet at least three of the following criteria:
L One or more years retarded in reading ability
2. One or more years retarded in mathematics achievement

. A minimum of ten days' absence per semester
4. One or more years overaged for grade placement
5. One or more police contacts
6. Three or more school counselor Contacts for disciplinary

action
7. From a low-income family.

The reading coordinators' program in Title I schools is pred-icated upon the belief that disadvantaged youth can be taught toread if given special assistance, motivation, and instruction (25).
When ego support is given and an empathic relationship

can, be established, a hurt child can show what his problems areso that he can be helped. Once established, this relationship canbe the most significant factor in enabling academically frus-trated youth to achieve success.

Several years ago when the author left the classroom to become an
administrator, she received a surprise gift of literature from a former.
student whose life was changed after she, too, became a bibliophile,
Inscribed in the front of the book were these words (26):

No one saves us but ourselves;
No one can and no one may.
We ourselves must walk the Path.
Teachers merely show the way. .
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Preservice and Inset- tike Training for Reading Specialists

When vacancies occur in Title I schools announcements for the
position of reading coordinator are posted throughout the Detroit
Public School System. Teachers who qualify are invited to appear
before a selection committee chosen by the Department of Personnel
and the supervisor of reading coordinators. Successful candidates
are later sent a letter of congratulations by the supervisor of reading
coordinators. Accompanying the letter is a questionnaire for reading
coordinators which each new reading specialist is requested to com-
plete and return. Data received from each new reading coordinator
are analyzed. This feedback information serves as the basis for select-
ing materials and consultants for the initial orientation workshop for
reading coordinators which precedes the assignment of each new
reading coordinator to an inner-city school.

Inservice meetings throughout the year serve as the hub of the
reading coordinators' program. Regularly scheduled meetings help
the neophyte coordinators, as well as the veterans, keep abreast of
current research and relevant materials suitable for educating inner-
city youth in Detroit schools. Local authorities and consultants of
national renown provide expertise and inspiration at the reading
coordinators' inservice meetings.

Evaluation of the Reading Coordinators' Role

A recent publication entitled The Constant Seare,h (8), contains
historical descriptions of the reading coordinators' role from its
inception to the present time. The first in-depth evaluation (21) of
the role was made in 1964 along with a study of other components
which comprised the Great Cities Project at that time. Approximately
825 educators were asked, "What ingredient of the Great Cities
Project should be selected as most crucial to the success of the pupils
if the Great Cities Program were expanded to 30 more schools?"

The coaching teacher (as the reading coordinator was formerly
called) ranked first out of the 14 choices made.

If the Great Cities Project were to be phased into thirty
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other schools, what ingredients would you select as most crucial
to success for pupils?

Choices Available:
Full-time visiting teacher Continuation of supplementary

monies in the school fund
Full-time coaching teacher Continuation of experimental

summer school experiences
Full-time school-community After school program for pupilsagent
Availability of building After school program for adul
for after school and
evening use
Extra materials and supplies Inservice Workshops
Continuance of additional Coordinating council of teachersfield trip experiences
Continued support by Increased production of teacher-project staff (in terms of made guidance materials
personal support only, not
financial)

Full-time coaching teacher (reading coordinator) ranked 1
out of the above 14 choices.

In March 1968, principals in Title I schools were again askedto respond to a detailed questionnaire regarding the effectivenessof the reading coordinator in their building. The ratings by Title Iprincipals were again above average in most areas for new co-ordinators and exceptionally excellent for coordinators with threeor more years of service.

Preventing Future Reading Failures in the Primary Unit
Through Programed Tutoring

(A new facet of the reading coordinators' program
The dreams of youth
Are fragile as a crystal vase
That captures for a moment
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The brilliant hues . . of the sun..
If broken, the chaff
Like sparks from a dying ember,
Fly up and lodge in the heart
To heal, in time
But ever to leave scars . . (31).

Minnie E. and Spencer T. were written off as hopeless infants
by educational specialists. Psychiatric assessment further sealed their
doom. According to test data nothing could be done for these
pathetic, black, unfortunate products of early deprivation. At seven
and eight they were too young to drop out of school, so they drearily
trudged to school each day as expected. How did it feel to watch
others read with ease when they couldn't decipher the simplest
word? What was it like to sit anxiously in the first grade classroom
praying silently that their ignominous stupidity would not be re-
vealed for the world to see? How does a child feel who is forced
daily to climb a verbal Mt. Everest which to everyone else about
him is just an easy, level plain? Like thousands of their counterparts
in ghetto schools across the nation, Spencer and Minnie failed the
first year of school.

Despite the initial heartbreak of their first nightmare year at
school, as onlookers instead of participants in the educational process,
Spencer and Minnie returned the following September. They were
well on their way to retreating further into nothingness when they
were randomly selected in November to participate in a special
experimental reading program for beginning readers. Minnie and
Spencer were two of the ten potential failures chosen from their
school to receive tutorial help. After the program had been in
operation for several months, Spencer and Minnie showed mirac-
ulous progress. They learned to decipher words, read, comprehend
sentences with accuracy, and participate in class along with their
peers.

Recently, the reading coordinator at Owen, tested ten and
Minnie on the Ginn Preprirner Achievement 'Test to document thei
progress. Since everyone at the school had formerly been convinced
both children were unteachable they were flabbergasted by the
phenomenal scores the children received in word recognition and
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comprehensionMinnie scoring 82 of 36 possible points and Spencer,34 of the 36 possible points. As illustrated by the dramatic changesin Minnie and. Spencer and their new perceptions of themselves andschool, it is imperative to remember that programed tutoring'worked successfully for them in spite of dire predications of con-tinuous failure.
Owen Elementary School is one of nine schools presently par-ticipating in the first national field study of programed tutoring.Programed tutoring is a highly structured, individualized program,of a preventative nature, designed, to instruct underachievers andnonreaders in the primary unit before they become chronic failures.Created by Ellson, Barber, Harris, and Adams the program wasconceived as a supplement to classroom instruction,-not as an alter-native. Originally the program was designed to be used by parapro-fessionals, exclusively. The authors felt that educational specialistswould deviate too much from the rigorous format prescribed in thetutors' guide as a prerequisite for success of the program:

Programed tutoring can be taught to professional teachers; but,to the extent that they are artists, they may prefer not to acceptthe discipline that it requires and to this extent are not likelyto be good program tutors, even if it were economical to usethem. It is well adapted, however, for use by nonprofessionalswho are not expected to create their own techniques. .
Despite the author's skepticism, however, the writer saw thepossibilities of making Detroit an exception and initiate an ex-perimental program in Title I schools program, utilizing the com-bined talents of reading coordinators and paraprofessionals. Sheconvinced the psychologists that the team approach could work inDetroit under her direction. Thus, the cooperative venture withIndiana University was begun, with a one-week orientation work-shop which included Title I principals, reading coordinators, andteacher aides. The afterglow of that initial workshop is still visiblein the outstanding tutorial program which has resulted in eachschool.

A questionnaire was sent to each homeroom teacher in the ninepilot schools to determine the extent of progress that was visible in
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their classrooms. On a scale from 1 to 5, teachers were asked to rate
the children in the following areas: participation, sightreading,
comprehension, and following directions. Despite the fact that the
children had only been tutored for approximately three months
due to the Christmas interruption and Hong Kong flu), most teach-

ers discerned visible improvement. The average level of achieve-
ment was 2.3 for sight recognition and comprehension and 2.0 in
the following directions. Teacher comments are, perhaps, even more
revealing than the numerical assessment of progress as evidence of
the phenomenal progress some students are making. Their voluntary
comments on the open-end section of the survey, are as follows:

When Joe transferred to my room in February, he could not
even recognize the first word in the first preprimer. Since I could
not give him a block of time every day, I referred him to
tutoring. As of March 15, Joe was able to recognize most of the
words in the first two preprimers . if Joe had had no outside
help or individual attention, except what I could give him in
my spare minutes, I doubt if he would have progressed to this
level.

This child is below his level for a nine-year-old; but he has
made great improvement during the time he has been with the
program. Without the program, he would be left behind and
lost in a classroom of 28 children, all of whom are beyond him
in ability.

I feel the program has been very helpful for my child.
Sharon has showed outstanding progress while being tutored.
She started with a reading readiness score of 8 (out of a possible
72) but gave every indication this score was valid. Research and
development say this is too low to score on the first percentile
generally, due to multiple reasons, some children score low on
reading readiness tests; therefore, any score 25 or above isn't
looked upon in dismay, but obviously, 8 is exceptionally low.
She has now finished The Little White House (fourth reader in
the beginning series) and is able to read it fluently. I feel that
the one-to-one relationship has been very helpful since Sharon
comes from a large family, has no mother, and probably gets
little attention at home.
Children selected at random to participate in the programed
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tutoring project meet daily with their instructors for fifteen minutes

of in-depth reading instruction. Each session is designed to meet the

individual needs of each pupil and enable each child to progress at

his own rate. This is accomplished by sequentially introducing each

child to various steps, in a daily lesson, which he must master in

order to proceed to the next step. These segments are called items.

Specific instructions on how to verbally introduce and teach each

item are delineated for the tutor in a comprehensive Tutor's Guide.

In addition to acquiring a sight vocabulary each child learns

to read a variety of comprehension materials successfully. He also

learns to decipher words and read independently.
A daily progress report is compiled for each child by the school

community assistant who provides direct instruction for the child.

The reading coordinator, in each participating school, serves as

a liaison between the classroom teacher and the paraprofessional

to tor.
Unlike many other tutorial programs in which tutors are en-

couraged to talk with their tutees, read stories to them, or play games

with them, this program is structured to introduce basic reading

skills only. It is the responsibility of each classroom teacher to

provide enriching experiences for both the tutored children and the

controlled group.
Consequently, reading gains made as a result of this approach

result from the consistent, structured, tutorial approach rather than

the one-to-one relationship.

Rationale for Stressing Inferential Skills in Inner-city Schools

Bruner (2) discusses the consequences which an impoverished

environment can have on a rational organism as he struggles to

mature and survive. He believes the marks of oppression are stupefy-

ing:

In general, an impoverished environment, one with dimin-

ished heterogeneity and a reduced set of opportunities for ma-

nipulation and discrimination, produces an adult organism with

reduced abilities to discriminate, with stunted strategies for
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coping, with less taste for exploratory behavior, and with a
notably reduced tendency to draw inferences that serve to
cement the disparate events of its environment, such as between
the light of a candle flame and the likelihood of its burning
when you put your nose into it.

Bruner's words, if true, should shake the sensitivities of reading
teachers and jar them into immediate action. Isn't much critical
reading based on one's ability to read between the lines? Isn't logical
thinking based on a person's ability to discern and investigate ra-
tional principles and variables which lead to "reliable inferences"?

In May 1968, after analyzing the standardized test results of 31
inner-city schools, McNeil (23) felt compelled to investigate the
Iowa Test of Basic Skills in depth to determine why so many Motor
City youth who performed satisfactorily on informal reading tests,
failed dismally on the Iowa Test. The purpose of the study was to
discover which skills the test designers and researchers were giving
priority, in order to compare their data with the items classroom
teachers of reading stressed for mastery. At fourth grade level, eight
skills were identified by test designers as crucial for students to
master. To prepare fourth grade readers to perform successfully on
the Iowa Test of Basic Reading Skills (which is the standardized
test of abilities currently administered) the following skills were
considered essential for learning:

1. Author's viewpoint
2. Detecting main ideas

Generalizations
4. Proper time sequence

Style or structure
6. Understanding facts and details
7. Understanding implied facts and relationships
8. Understanding meanings of words and phrases

Reading coordinators and classroom teachers were surveyed to
determine which of the skills should be stressed prior to the fourth
grade to insure success on the Iowa Test of Basic Skills. There was
a wide discrepancy between the skills which reading coordinators
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DISADVANTAGED YOBand classroom teachers identified as crucial compared with the test
elements the designers selected as essential.In order of importance, test designers listed the following three

skills:

I.
Understanding Implied Facts and Relationships (31 items
on the Iowa Test are devoted to this skill)2.
Understanding Facts and Details (18 items on the Iowa Test
are geared to this skill)3 Detecting Main Ideas (7 items pertain to this skill)Although 31 items on the Iowa Test pertain to inference, most of

the coordinators insist it is not given priority among reading skills
taught at the local school level or in textbooks used for instruction.
Perusal of the basal reader, Ginn, indicates that inference is given
only minor attention. In each basal reader of grades one through
three, there is no topical referencn for inference. Of 2,564 pages in
the teachers' manuals introducing skins, only 52 are specifically
concerned with inierence.The challenge to reading specialists is obvious.

Environmental
deprivation and circumscribed teaching have taught the child to
master a variety of

comprehension skills. However, there is a dichot-
omy between the myriad skills which the child has learned and the
types of skills required on standardized tests, such as the Iowa Test
of Basic Skills.

Thus, if the test designers are correct and inferential skills
should be given priority over decoding and all other

comprehension
skills, present instructional methods and materials must be recon-
sidered. But if the test designers are in error, then new priorities
are in order when future tests are created. Meanwhile, concerned
teachers (K -12) must design lessons of their own. to, fill the void in
current textbooks in order to assist children to read for denotative
and connotative ideas.

Black Still Ain't Beautiful in Language and Literature:Implications for Teachers of Afro American Youth"Black is beautiful" is frequently heard in American society
today. But black has not always been synonymous with beauty. In
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fact, the word black did not have a positive connotation in the eyes
of many Americans until recently. The term has generally been
used in a derogatory manner for pNtposes of insult and deprecation.
The negative concept of blackness, as it related to human beings,
was expressed, for years, in graphic ghetto refrains such as, "If you're
black, get back; if you're white, alright."

Whiteness, as a symbol of superiority, was also revealed in such
bitter humor as in this childhood greeting:

ow re yon don'
"Fine. Country's safe; White man still ahead..;

In color-conscious America, where white racism is not a myth
but a demoralizing reality for Afro-Americans, visible blackness has
been a stigma, detriment, and mark of oppression for so long that
racial humor based on references to dark pigmentation are oft times
shrugged aside with the comment, "That's lifel"

The following humorous gibe, illustrates graphically that black
still ain't beautiful:

Black emale Mirror, mirror on the wall
Who is fairest of them all?

Answer from the looking glass:
It's sail 'Snow White, black wench" and
don't you forget it!

As Grier and Cobb (13), two black psychiatrists', point out in
Black Rage:

This is the humor of the ghetto and there is no denying it:
the brother has a streak of hedonism and a capacity for joy. He
drinks more, dances more, and loves more. All suffering people
turn in their sorrow to laugh at themselves; they laugh to keep
from crying.

Several years ago at the American Federation of Teachers' Con-
ference on Negro History in Washington, D.C., Davis (6), explained
how the English language and history perpetuate and contribute to
racism:

"The English language is any enemy. Racism is inherent in it."
As an example he stated: "There are 134 synonyms for whiteness in
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Roget's Thesaurus of the English language-44 of which arc favor
b1c and pleasing to contemplate." Davis cited. ". shining. purity

cleanness, upright," and others Only 10 could be considered
negative. On the other hand the word b lacknss has 120 synonyms,
60 of which are distinctly unfavorable, and none of them even mildly
positive. Among these are begrime. sinister, evil, and wicked."

The truth of Davist remarks is underscored if one reflects upon
synonyms which are presented in Rogét's Thesaurus. The con-
notations are often overwhelrnng1y derogatory when referring to the
concept or state of blackness. They are commendable, on the whole,
when coupled wIth whitcness

The Random House Dictionary of the English Language c30),
with a 1966 copyright date, lIkewise, perpetuates these sterotypes.
Its third definition, "of. pertaining to, or belonging to an ethnic
group characterized by dark skin pigmentation,t' is followed by other

definitions which equate blackness wIth desolation,
gloom7 and

wickedness. In fact, its ninth, entry reads: "without any moral light
or goodness, evil, wicked"

Conversely. Random House Dictionary follows its third defini-
tion "(of human hings) marked by slight pigmentation of the skin,

esp. Caucasoid," by such explanations as "morally pure, innocent,

without malice, and harmless."

Other examples of disreputable terms assocIated with the idea
of blackness In the Random Dictionary are as follows:

blackball a negative vote
black book a book or name of people lIable to

censure a punIshment
black eye a mark of sham, dishonor
Black Friday any Friday on which a misfortune oc-

curs

blackguard a low, contemptible person
blackhearted disposed to doing or wishing evil
black letter day an unlucky or tragic day
black list. a list of persons under suspicion
black mark an indication of failure or censure
blacky a Negro

Citron 3), concurs He says
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Reared in a culture in which racial ideology is deeply em=
bedded, white children learn that skin color is connected with
status. Children learn that skin color is salient, that it is an im-
portant symbol, and the white children learn that light skin
colors are accepted and associated with good and honored things
while darker skin colors are rejected and associated with bad
and dishonorable fearful things.

The signs, language, rewards and punishments, behaviors
of referent adults, peer group nonns, and behavior, all tell the
white child that the people who matter are his color.

In a white section of the city, in suburbia, or in the coun-
tryside (other than the South), all people except some domestic
workers and lawn service workers are white.

The white child's world of fantasy and fairies is a white
world. Alice is white in a white Wonderland. A main symbol is
the white rabbit, hurrying in a thoroughly white, middle-class
way, to keep a nameless Kafkaesque appointment and feeling
dread lest he be late.

The world of nuisery rhymes is a white world. From Old
Mother Hubbard, Mary and her lamb, Little Miss Mullet
through Tom, Tom, the Piper's Son, The Little Old an All
Clad in Leather, all is a white world. Snow White is, of course,
white, as are the dwarfs and the rescuing prince. Make no mis-
take, Little Boy Blue is white. All Fairyland is white, as is, de-
spite its gaudy colors and odd shapes, the Land of Oz. Dorothy
and the Wizard, Glinda and the Good, and the Shaggy Man,
are white. Jack of the Beanstalk is white and his giant, too.
Cinderella is white as is her wondrous fairy godmother, and
again the Prince. White children feel that all princes are white
and that they should ride beautiful white horses.

For the white child the world of heroes is white. The
greatly admired virtues in our culture of intrepidity and phys-
ical bravery are white virtue_ s. The great panoply of heroes,
warrior kings, knights, and fighting men is a roster of Cau-
casians: Prometheus, Leonides, Hercules, Achilles, Ulysses, Sam-
son, Alexander the Great, Horatius, Beowulf, Siegfried, King
Arthur, Lancelot, Charlemagne, Roland, William Tell, Robin
Hood, and so on in a lengthy list, down to modern times.

Del Rio (7) concurs with Citron when he says:

209
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The white child in our society . . is instilled with prevail-
ing thinking on race relations, through language, and this think-
ing is difficult to overcome once the roots of the language have
imbedded themselves into pliant minds. The child carries into
adulthood the various connotations, mainly unfavorable, of the
word "black" that he has garnered through the years.

Seventy-two years ago Dubois (10) tried to describe how such
hostile concepts and subtle rejections brutalize Afro-Americans and
cause the to perceive themselves as aliens in a racist society. He
said:

It is a peculiar sensation, this double-consciousness, this
sense of always looking at one's self through the eyes of others,
of measuring one's soul by the tape of a world that looks on in
amused contempt and pity. One ever feels his twonessan
American. a Negrotwo souls, two thoughts, two unreconciled
strivings; two warring ideals in one dark body, whose dogged
strength alone keeps it from being torn asunder.

In 1960 Lytton (22) wrote these words to describe the way a
modern black man feels when he has been subtly ill-treated and de-
humanized:

There's no need to put it all down. It's just that one day,
at this beach, when the sun was shining like somebody had
lighted it that morning for the first time and there's a cool
breeze coming off the sea and the winter was just going, on that
day I sat on that rock out of their sight and . . oh my God . .

I cried like a baby. The first time I cried like that. I couldn't
stop it coming. I cursed and swore every swear word I knew but
it came just the same. It was a very deep shame in me for a long
time after because I could not stop it. God damn the white man
for the shame he made in. me. God damn himl

In 1964 comedian Dick Gregory (12) astounded many Amer-
icans by defiantly choosing the inflammatory word nigger as the title
of his autobiography. Gregory explained that he selected the epithet
as a protest against "a system where a white man can destroy a black
man by shouting the single word nigger.
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Gregory dedicated his chronicle of despair and elation to his
deceased mother with these words:

Dear Mama
Wherever you are,
if ever you hear the word "nigger
again, remtanber they ar6 advertsing
my book.

Educators, alone, cannot change a system which condemns a
man because of the color of his skin. However, they can help speed
the coming of that long awaited day, of which the martyred leader
Dr. Martin Luther King (1 9) spoke that day ". . when his four little
children could live in a nation where they will not be judged by
the color of their skin but by the content of their character."

Teachers who are sincere about making education relevant to
Afro-American youth must first, become cognizant that black people
are not acting paranoid when they speak of racism which exists in
our language and literature.

With the long overdue emergence of black pride which is dra-
matically sweeping America "from sea to shining sea" one cannot
stress, vehemently enough, the overt hostility which Afro-American
youth feel toward biased writing which negates their existence. The
newly acquired sense of worth espoused by our youth demands books
and supplementary instructional aids which reinforce their ;self-
esteem and raise their aspirational levels. They resent being sys-
tematically written out of American literature, and they, and their
parents, are demanding = that publishers correct these "sins of omis-
sion" now.

As Bennett ) eloquently explains

. . . we must understand that black people have been made
Orwellian non-persons in the symbolic world projected by text-
book writers. In most textbooks now in use. black Americans
appear suddenly by a process of spontaneous generation. There
is little or no material on the great African confrontation with
the history of black and brown people before the explosion of
Europe in the fifteenth century. In order to oppress people you
have to tie them up either with ropes or words.
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Symbolic segregation performs this function by subjecting
black people to abstract lynchings, all of which are designed to
keep them down and out. Symbolic segregation also justifies and
perpetuates spatial segregation. In fine, the exclusion of black
people from textbooks is part of the general effort to exclude
them from American life.

To correct the fallacies, misconceptions, and lies of the past,
educators who intend to instruct black youth must become knowl-
edgeable about the myriad contributions which have been made by
countless black poets, artists, scientists, politicians, athletes, musi-cians, and inventors. In order to convey convincingly this informa-
tion to disbelieving youth, educators must provide black heroes withwhom students can proudly identify. Teachers must present authen-
tic success symbols from the past and present to black youth, towhom they can turn for solace, inspiration, direction, and hope.

To eradicate the damage and self-hatred that has been inflicted
upon black Americans and perpetuated by negative impressions and
stereotypes of blackness, educators must do more than proclaim
"Black is beautiful!" Prideful expressions and bumper stickers on
automobiles which exuberantly shout "I'm black and I'm proud"uplift the spirit for a moment but they bring only ephemeral joy.They in no way eliminate the scar tissue which took years to form
on the souls of black Americans.

Teachers must initiate programs which bring the literary and
cultural contributions pertaining to the black experience out of, the
obscurity of curiosa into the mainstream of the classroom. Blackpride cannot be instilled by pseudoinfomied teachers. (In addition
to Booker T. Washington, George Washington Carver, Martin Lu-ther King, Bill Cosby, Sammy Davis, Jr.. Langston Hughes# and
Sidney Poitier, how many black heroes do you really know?)

During this current social revolution, events are occurring faster
than materials related to these crises-situations can be written to
interpret them. In lieu of available and appropriate commercial
publications, many educators, locally and nationally, are writing
their own materials. For example:

During the desolate hours after the brutal assassination
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Martin Luther King, Norman Nickens, an exceptionally per-
ceptive administrator in Washington, D.C., schools, sent a
memorandum to the teachers in his model schools reminding
them that during such turbulent times classes simply "could
not be held as usual

Mr. Nickens recommended that those traumatic hours
should be devoted to listening to the children's ideas, allowing
them to express their anguish, hostility, and fear, orally or in
writing.

The classroom teachers understood their students' unrest
and were creative enough to provide them a supportive climate
in which they felt free to confide their anxieties and despair.

The childrens' poignant comments were preserved_ in a
memorable booklet entitled The Children of Cardoza Tell It
Like It Is!

In several Detroit secondary schools the establishment of reading
adventure rooms, stocked with attractive paperback books, has served
as a catalyst to motivate reluctant readers to explore the exciting
world of literature. Many of the publications are by or about black
writers. Available to teachers, but primarily selected for students,
the attractive paperback collections are maintained through federal
funds and through gratis distributions from the Ludington News
Company in Detroit. In the area of cun-iculum, teachers have in
many instances taken the initiative to request and start new pro-
gl-ams for disadvantaged students in their schools.

Last year six educational activists in the English department of
Mackenzie High School, in Detroit's black ghetto, banded together
to explore ways to make the curriculum of their school more re
evant to their students. Subsidized by federal funds, they outlined
goals, techniques, and materials for the implementation of black
studies courses in literature.

The six enthusiastic teachers met for months reading poetry,
novels, essays, short stories, biographies, and autobiographies, as well
as critiques and reviews by and about black writers. Consultants were
invited in to share their expertise and assist in evaluating materials.

An outgrowth of an all-day Saturday meeting with the language
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development of a

strategy for involving other faculty members. Working together, the
group wrote goals for the innovative studies and constructed a ques-
tionnaire for teachers to elicit their attitudes about the proposed
curricular changes and to determine whether other teachers also
desired to participate in the experiment.An informal inventory based on self-image as it related to race

was also written for the students by the author for the purpose of
discerning feeling tones of the youth, in addition to discovering the
extent of their knowledge of black writers.In the process of establishing goals for teachers and students,
became apparent that a need existed for two separate types of pro-
grams focusing on black literature: One program to consist of teach-
ing Afro-American writers, as a supplement to the existing course
of study; the second in-depth course to concentrate exclusively on
black authors and their

contributions.When the program was finalized, the classes which introduced
black literature, as an addendum, were taught by a core of skilled
Afro-American and Caucasian teachers. The courses that focused
entirely on Afro-American literature as a separate entity was taught
by a magnetic, black English instructor whose intimate experiences
with both black and white American culture uniquely qualified him
to interpret to his students the pathos of the ghetto and the hostil-
ity of white racism.

Many other Detroit schools are adapting their existing reading
programs and literature courses to include writings by and about
Afro-Americans. Otherslike Cass High school which is a magnet
school for inner- and outer-city studentsare experimenting with
black studies as a separate course. The classes are enjoying phe-
nomenal success since this

bibliotherapeutic approach teaches white
youth about significant black contributions while serving as an in-
centive for black students to search of their own identity. Both black
and white youth are learning historical truths which give them in-
sights into the underlying grievances and frustrations of militant
black Americans in the ghettos of the sixties. The institution of
slavery and its aftermath has been a revelation to them, as doc-
umented in fact and fiction.
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The facts are irrefutable, even in 1970. Black ain't beautiful!
Some say progress has been made. Agreed. But consider the price
(15).

We have come over a way that with. tears has been watered,
We have come treading our path thro' the blood of slaugh-
tered
We will still keep pressing on
For it is better to die for a dream, than to live as a cipher.
We must not stop until victory is finally won!

In place of tears for our civil rights martyrs, such as Medgar
Evers, Malcom X, and Martin Luther King, Jr., we have grown
keloid tissue on our souls. In silent supplication we have vowed ever
to remember them and to fight to make their dreams reality_ .

The scientists tell us that on December 21, the winter solstice
comes and two minutes of daylight are added to each day's round of
24 hours. It doesn't seem like very much when those two minutes
of daylight are successively, continuously, and persistently applied,
but after a while what happens? The old earth's crust begins to
thaw, little blades of grass begin to push their way up through the
sod, the trees and flowers begin to take on green verdure, the voice
of the turtle is heard throughout the land, and we discover almost
without perception that spring has come. All because of two minutes
of daylight (33).

What would happen in your classroom if two minutes of em-
pathy, daily, were operative in your schools? If those two minutes of
empathy were continuously, successively, and persistently applied, is
it posible that, after a while, understanding would begin to sprout
in the minds of your students? Would they begin to grow into funs-
tinning, compassionate, human beings? Is it too much to hope that,
one day, we will see the springtime of our aspirations for poverty's
children materialize?

The Kerner report (17) graphically documents the momentous
problems of today's black immigrants in our cities. It indicates that
disadvantaged youth and their parents understand with clarity what
many white Americans have never fully understood: that ". . white
society is deeply implicated in the ghetto and the de facto se e-
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gation of its schools. White institutions created it, white
institutions

maintain it, and white society condones it."No, blackness still is not beautiful in the minds and hearts of

many Americans. We delude ourselves if we persist in believing that

blackness is now exalted.
Negative

connotations are still more prev-

alent in language and literature today than positive
associations.

Textbooks, magazines, and television overtly and/or
inadvertently

are guilty of
perpetuating repulsive stereotypes of blacks as grossly

inept, ugly, inferior beings. As educators, it is
incumbent upon us

to accept the challenge of the current social revolution which insists

that we correct these distortions,
misconceptions, and lies now.

Our salvation as a nation is imperiled unless we find creative

ways to
revitalize our schools and society, to reach the alienated

Americans in our inner-city slums while there is still time. Our sur-

vival literally depends upon it. For at this moment many disil-

lusioned, young, black militants in our midst, are set to detonate

they are like a time bomb ticking in the heart of the richest nation

in the history of the world (18). Surely, we who have the superior

skill required to send
astronauts to the moon and the

determination

to do so, must have the intestinal fortitude and creativity to find

answers to the ills in our schools and cities.Where methods and materials fail,
humanitarians often suc-

ceed.
For it is not the critic who counts; not the man who points

out how the strong man stumbled, or where the doer of deeds

could have done better. The credit belongs to the man who is

actually in the arena; whose face is marred by dust and sweat

and blood; who strives valiantly; who errs and comes short

again; who knows the great
enthusiasms, the great devotions,

and spends himself in a worthy
cause; who at the best knows

in the end the triumph of high
achievement; and who at the

worst, if he fails, at least fails while daring greatly (4),Misinformed white youth and
disillusioned black youth must

be presented with the true picture of the
accomplishments of Afro-

Americans from slavery to freedom. We must help them discover

that despite almost
insurmountable odds black men have

survived,
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excelled, and made magnificent contributions to the culture andglory of America.
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SOME RURAL APPLICATIONS

The Impact of Federal Programs on Learning
to Read in Appalachia

BETSY MYNHIER
Kentucky State Department of Education

KENTUCKY ranks 37th in size among all the states and 10th in size
among the southern states. The greatest distance east-west is 350
miles and north-south, 175 miles. Its eastern border touches the
Appalachian Mountains.

The Appalachian Plateau extends from New York to Alabama.
In Kentucky, it is also called the Cumberland Plateau. This large
triangular region consists of mountain ridges, plateaus, valleys, rivers,
and streams. The mountains are part of the Appalachian system.
The Cumberland and Pine Mountains, Kentucky's chief ranges, rise
along the southeastern border of the state.

Today each of Kentucky's 120 counties is a separate school dis-
trict. There are 84 independent school districts within these county
districts. The state department of education administers Kentucky's
public school system.

Economic growth depends to a large degree on educational
excellence. While assistance to Appalachia can be provided from
outside the region, the primary drive for recovery must originate
within its own boundaries. Educational resources to mount that
drive are inadequate since the region has not produced a sufficient
number of educated persons. It lacks the to base to provide funds
for adequate educational support.

For every 100 persons over 25 years of age in the United States,
eight have failed to finish five years of school. In Appalachia, that
figures rises to more than eleven. Although the level of educational
attainment in the Appalachian portions of three states is above the
national average, in the remainder of these states the percentage of
persons failing to finish five years of school ranges from 11 percent to

21
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22 percent. It is estimated that 11 million Appalachia inhabitants
are functionally illiterate.

Thirty-two out of every 100 Appalachians over 25 have finished
high school, contrasted to 42 persons of similar age elsewhere. No
section of Appalachia reaches the national norm for the rest of the
United States, and one state dips to 58 percent below that norm.

A Cooperative Endeavor

In a twenty county area of Kentucky, designated as Region VII,
a project in computer assisted instruction is being introduced to
elementary school children through Title III of the 1965 Elementary
and Secondary Education Act. The project is administered by the
Eastern Kentucky Educational Development Corporation. The cor-
poration, established by local superintendents to implement educa-
tional innovations in Region VU, is administered by a board of
directors representing 37 school districts of the region. Through. the
cooperative efforts and combined resources of the 20 counties in the
region, the project provides school children with a program of in-
dividual computer-assisted instruction specifically designed to per-
sonalize the child's learning experiences. It assists, enriches, and
supplements regular instruction. Since this approach is new it serves
as inservice training for teachers. It shows the community an, ex-
emplary model of technological advancement in education.

Much material dealing with programs and better understanding
of children has been provided for administrators and staff members
who work with disadvantaged learners..

The federal programs have helped to point out some specific
weaknesses in the education of slow or reluctant learners: 1) lack
of training of teachers in the reading program and 2) lack of under-
standing of the disabled learner by the teachers.

Other services which have been incorporated into the upgrading
of the reading and language arts programs have been the purchasing
of books and materials in abundance, reducing pupil-teacher ratios,
improved training of teachers through inservice programs, and more
concern and understanding in adapting the academic programs to
the learner with special learning disadvantages.
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Literary deprivation in the area has been passed on from gener-
ation to generation. Many attitudes of the child living in isolation
have been acquired over a period of time as a by-product of his
limited experiences.

Since feelings of inadequacy in perception and response have
been built over a period of years, the teacher has been placed in the
role of developing a more realistic self-analysis on the part of each
slow or reluctant learner.

When a child enters school, he brings a set of attitudes which
he has acquired from the situations in which he has been involved.
These situations provide the background for his reasoning and re-
acting.*

Realizing that socially disadvantaged children enter school with
limited language ability, less perceptual ability, and less social
abilities than possessed by advantaged children, special emphasis
has been placed to help provide them with greater opportunities
for enrichment.

In order to acquaint teachers with an awareness of the short-
comings in the early educational background of the disadvantaged
learner, the Title I office has held meetings with teachers and brought
in specialists to speak and to advise. It was felt that a better under-
standing of educational gaps of the disadvantaged child could pro-
vide programs of instructions which could meet the needs of the
individual learner more adequately.

Title I reading, programs have been extended into the summer
in order to help the child from the disadvantaged area gain more
skills in becoming independent in dealing with the complexities of
reading.

Resource centers located in strategic areas of the state have pro-
vided materials to meet the needs of students. Instructional materials
have been provided to help encourage the learner who possesses
specific disabilities. Great emphasis has been placed on library ser-
vices to area schools.

Reading material is being developed to help provide the child
King, B. T., and Janis L. King. "The Influence of Role Playing on

Opinion Change," Journal of Abnormal and Social Psychology, 49 (l954) 211-
21.13.
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with a language which is not alien to his culture and environment.

Teachers working in the package-kit program have expressed en-
thusiasm for this supplement.

The children who attend school in Eastern Kentucky do not
always have the shiniest blackboard, or the newest desks, or the most

modern school buildings, but, when learning is the most valuable

product, emphasis cannot always be placed on the prettiness of
things.

Various kinds of centers for the correction of reading difficulties

have been established. One system preferred to refer to its program
as the reading improvement center. Some school systems used mobile

trailers to serve rural areas. In each instance, children are being

provided special equipment to meet their individual needs.
Reading laboratories on wheels were made available to a school,

or a special reading room with proper equipment, shelving, and

reading materials was provided. Laboratories on wheels can serve
different areas. Special reading teachers have been responsible for

testing, diagnosing, and evaluating.
Reading consultants have coordinated entire programs, with the

help of social workers who have served as liaison between home and

school. Speech and hearing therapists have helped in screening,

diagnosing, and referring children with speech or hearing problems.
A child-study program is well underway. The interest that is

shown throughout Region VI is evidence of the increased desire that

Appalachian teachers have for a better understanding of their chil-

dren.
In Region VI, a new program was started, called "Bibliobud-

dies." In the program, each child has a book buddy. A mother or
another adult aids a child and becomes his buddy by visiting the
school about twice a week. Buddies encourage interest in reading
and other language arts. A definite upsurge in the number of books

read and library withdrawals have been noted. The "Bibliobuddies"
program is to be expanded to include more grades and thus involve

more children. The term buddies was used because of the involve-

ment of some older students, particularly those planning college

careers to become teachers. In some counties, because of the remote-

ness of homes frog school, the buddies are older students more often
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than parents. The program has been accepted and is relatively inex
pensive. It has the merit of involving more parents and others out-side the school system and is adaptable for use anywhere.

Effort has been expended to make each functioning unit of the
educational program more effective. School board members, school
librarians, kindergarten teachers, grade teachers, high school teach-
ers, guidance personnel, language laboratory technicians, all have
contributed to its success. Challenges to speed efforts in making in-
telligent changes and surveys are being initiated. Real enthusiasm
has been generated, an enthusiasm which leads logically to a deeper
commitment to upgrade basic understanding and learning

Child development, inquiry training, programed learning, and
educational psychology have helped teachers to understand the entire
teaching-learning process.

Much enthusiasm has been expressed for the services of the
teacher aide program. With aides, teachers have more time to work
with the specific needs of learners. Nonteaching duties are assignedto aides. The aide has been most helpful in securing supplies andbooks, helping children in keeping records, listening to children
read, helping them to locate and use specific materials, reading to the
children, and helping them to develop their language skills.

Inservice programs have been geared to improving the valuesand beliefs of teachers about themselves and about their relationshipsand responsibilities to the disadvantaged. Exposed to new experi-
ences under a new atmosphere, teachers are becoming more respon-sive to change.

More activities in extending and enriching the world of under-
standing cause the children to become more involved in the academiclearning process. Excursions and trips are providing a wealth of
special activities for extending childrens' understanding of the real
world about them. They also provide material for classroom activities
and discussions.

A Title III Language Arts Material Center will be opened as an
added service to Region VI, which serves much of the Appalachian
area.

Twice each month, a workshop is held at the center for the
teachers, supervisors, or other interested personnel from all 18 coun-
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ties. The consultants for these workshops are specialists from Ken-
tucky and other states.

The center attempts to have the latest and most widely used
materials in reading and related subjects from preschool to high
school level. Teachers examine these materials and take them to
classrooms to use with students for limited periods. Students' re-
sponses serve as criteria in evaluating the materials used.

Included in the materials center is a compilation of the most
frequently used as well as the latest tests. These tests range from
perceptual and readiness tests for preschool children to reading
diagnostic tests on the college level. Intelligence tests and achieve-
ment tests are also included.

The following are some activities from counties in the Ap-
palachian area.

Federal Programs in Clay County

The reading program as it now exists in Clay County would be
impossible without government aid. Eleven reading teachers are
employed under Title L They serve more than half of the 5,500
children in the county and act as consultants to the regular class-
room teachers. The special reading teacher works with remedial
students and also in team-teaching with the regular classroom teach-
ers.

In addition to paying personnel, government funds have been
used to buy a wealth of material, much of it especially for the read-
ing program. Overhead projectors, controlled readers, record players,
tape recorders, and other pieces of equipment could not have been
provided through regular school funding.

There is a well-equipped reading center in each of the con-
solidated schools, with two centers each in one of the larger elemen-
tary schools and the high school.

Title I has provided materials in sufficient quantity and of
highest quality to support an excellent reading program, both in
the remedial centers and in the regular classroom. The materials in
the centers are under the supervision of the reading teacher but are
available to any teacher in the school.
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The reading program relies heavily on books from the library;
many of which were purchased with government funds made avail-
able under Title IL Books have also been purchased for the reading
centers. The entire library of paperbacks from the Scholastic Press
has been purchased for the reading centers. There is always a great
demand for these books, and the circulation of them has been
tremendous.

Expendable supplies essential to a vital reading program have
been provided, also. Materials for duplication are available.

Services of teacher aides have enabled the teachers to provide a
more enriched program of reading for their students. The aides have
improved the reading program by releasing the teachers to do more
planning and preparation of materials for lessons. Aides have typed
or prepared written work for the teachers and, under the teacher's
supervision, have corrected papers.

Government funds have also made possible some invaluable in-
service training for school personnel, particularly those involved in
reading. Title III sponsored a pilot project at one of the elementary
schools. So successful was this project that it has affected the whole
technique of teaching reading in this school and has spread to a
lesser degree to all the other schools. Expert consultants were pro-
vided who introduced new methods of teaching and gave needed
guidance in the implementation of these methods. An all-day work-
shop was held which gave several members of the staff training in the
technique of interaction analysis.

The influence of the project and the workshop in the teaching
of reading has been great in that the quality of teaching has im-
proved. Special training was provided for the remedial teachers when
they were first employed, and this training has provided the impetus
for new developments in the field of reading in our schools.

Use of the videotape recorder resulted in an increased interest
in reading and in providing stimulation. Actual classes in reading
have been taped and viewed by both teachers and students, increas-
ing interest and motivating greater effort obi the part of the ,teacher
to provide more effective lessons.

Supplies of paper and other duplicating materials have helped
the reading program in all our schools. In fact, there is almost no
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phase of the reading program which has not been - influenced for the
better by programs instituted by the various titles.

Consultants froni our state universities have been employed
through Title HI to do regular inservice with the special reading
teachers and their team teachers.

The aides are also being given, for the first time, an intensive
inservice training program under the direction of consultants.

Freeburn Grade School Program.
in Pike County, Kentucky

After, testing the children in May of 1966, it was found that veil,
few of the 340 students were up to their grade level in reading. At
this time, plans were made for the summer remedial reading program
to be held at the Phelps High School. The summer program at
Phelps was so successful that it was decided to use a similar method
of teaching reading throughout the regular term. Using this method,
the children were divided into groups according to their reading
level. At first, age and grade were not considered in making the
decision. However, after the classes started, the shift of a few children
was made because of size, age, or social or emotional problems.

The children were divided into fourteen groups. They were
given one hour of reading instruction each morning. All materials
Stressed vocabulary building and word meaning. At the end of nine
weeks, the children were tested with the Gates Comprehension and
Vocabulary Test. Then they were re-grouped to form sixteen sec-
tions. Every child had shown some improvement. Those with the
highest ig's had shown the most improvement. For the next nine
weeks, a different plan was used Each weekly lesson plan was to
reach all areas of readingvocabulary, word attack skills, dictionary
skills, and comprehension. Sometime during each week was to be
spent in oral reading and the enjoyment of good literature. Good
penmanship was required at all levels as well as the use of good
sentence structure in -answering questions.

No grades were given for the hour of instruction in reading each
morning, but praise was extended to the children. Not one child
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refused to go to his class. Surveys proved that the students approved
the reading experience and profited greatly from the exercises.

In April of 1967, the Gates Test on Following Directions and
Noting Details was administered. The results were highly favorable.
After that, re-grouping took place. Two divisions were arranged
one group consisted of those on or above grade level and the other,
below grade level. These two groups were then subdivided into
several other levels according to need. Those above grade level were
placed in larger groups than those below E7ade level. The larger
groups were permitted to do a great deal of free reading, poetry
enjoyment, and other types of enrichment activity.

The overhead projector, film strips, and programed reading
equipment were used. Those who were below grade level were
placed in all groups and were given additional instruction in the
fundamentals of reading. The sixteen teachers who participated in
the plan described here liked the new approach, and the standardized
test results indicated remarkable progress for the girls and boys.

Floyd County

. Greater emphasis and understanding of individual differ-
ences resulted.
InserviFe for teachers brought about better understanding
of courses in reading disability and means to attack courses.
Insight into new methods and techniques for teaching read-
ing were gained.

4. Provisions were made to obtain materials geared to working
with educationally deprived children.

5. Social workers were employed to search and correct causes
of reading disabilities and to gain insight in understanding
the child's home and family problems.

6. Children with most severe disability were given: greater
amount of individual attention.

Home visitations required of teachers brought greater amount
of understanding of the child, home, and family. Specialized areas of
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instruction were offered for the first time in art, music, and physical
education.

Pineville Independent

The elementary library, through Title I funds, has become a
well-equipped and. well-staffed part of the school program. Through
a qualified librarian, the library plays a great part in conjunction
with the Title I remedial program.

Greenup Independent
A sixth grade girl of low IQ was prfctically a nonreader. After

work in simple phonics, the child learned to read simple bookswithout help. This was the first time she had ever read a book by
herself, and the pride and joy in her eyes were indescribable.

Children, enjoying coming to reading class said, "We do such
fun things. Its fun here, much, better than reading."

Children gained in interest and confidence, success in an area
that can't be measured. Some of the intangible benefits from the
reading program were 1) The students gained self-respect; 2) they
had a better feeling about school and, in many cases, attendance
improved; 3) they had a feeling of success and accomplishment;
4) these students became better citizens and discipline problems
diminished.

These modest beginnings have touched many children and have
set the stage for massive mobilization of effort. Four characteristics
mark the activity of upsurge of educational leadership:

1. Movement toward greater individualization of programs to
account for diversity in the personality, ability, and experi-
ence of each student.

2. Movement toward maximum active
student in the learning process,

participation by the
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3 The adoption of an experimen al attitude among school
people in initiating, evaluating, and modifying new cur-
ricula.

4. Movement toward a more flexible and efficient use of per-
sonnel and facilities.

These characteristics interlock and overlap in many cases.
The ragged edge o[ progress would show these programs to be

in different stages of development some embryonic, some showing
progress, and none really accepted as ideal.

If we are committed to the proposition that each an must
ultimately make his individual contribution to society, then our
task becomes not one of molding similarity but one of stimulating
individuality. A realistic balance must be struck between twin com-
mitments to the education of each and the education of all of its
children.

Through careful testing and diagnosis, teachers are learning
more about developing readiness for learning in the early grades.
Flexible grouping for instruction makes possible greater individual
help. The results of laboratory experimentation are applied directly
to the children in the classroom, the ultimate benefactors of that ex-
perimentation. It seems that it would be well to concentrate much
effort on helping the gifted learner, also Children with demon-
strated emotional problems need individual programs designed to
develop readiness. Groups need to be organized where special em-
phasis may he placed on motor development, listening skills, visual
perception, cognitive development, and verbal. expression.

Federal programs have brought about much self-evaluation on
the part of educators and those dealing with administration.

Better planned coordination has been achieved between the
local and state educational agencies. Title I funds have been used
for consultants who have worked to help faculties realize the new
approaches for working with, children who are classified as children
with education handicaps.

The compensatory education programs, run under. Title I of
the Elementary and Secondary Education Act, are beginning to pay
off in improved learning by poor children.
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The programs, which cost billions a year, are designed to pro-
vide services over and above what the schools in disadvantaged areas
normally supply. In 1966-1967 the report says Title I programs have
prevented many disadvantaged

= youngsters from falling behind their
more fortunate peers. In the past, school children in poor areas fell
further behind each year.- Also, Title I youngsters are now attaining
higher levels of achievement on reading tests. In addition- drop-
out rate in Title I schools has decreased; more Title I youngsters are
continuing their education beyond high school.

The report stresses, however, that the Title I child is still far
behind the average student and that the achievement gap between
educationally deprived children and those from middle-income
homes is still great,. "Title I's billion dollars could not by itself,
solve the problems last year''



The Wheeler County Education Improvement

Projed StOW
Rum ALLEN BOND.-

Alamo, Georgia, Public Schools

THE WHEELER COUNW Education Improvement Project was con-
ceived by John. E. Codwell and developed with the assistance of
other members of the School Improvement Committee of the South-
ern Association of Colleges and Schools. This committee was di-
recting action research projects in urban centers and, early in 1965,
entertained the idea of expandin its education improvement proj-
ects to include centers in rural areas.

Each rural education improvement project, sponsored by the
Southern Association of Colleges and Schools and funded by the
Danforth and Noyes Foundations, is a consortium of educational
insti tutions, organizations, and agencies. The Wheeler County con-
sortium also includes the Georgia State Department.epartment of Education,
Albany State College, and Georgia Southern College. Representa-
tives from these components comprise the governing board, the
policy making board to give direction and support in project imple-
mentation, and the teacher education council, who provide leader-
ship for interaction between teacher-training institutions and the
public schools.

The major object ves of the rural education improvement proj-
ect are the following:

1 To identify through appropriate vehicles of demonstratiOn
the relative effectiveness of a number of interventions de-
signed to interrupt the vicious cycle of accumulated deficits
in "learning" skills and in learning to learn skills which
disadvantaged pupils in rural areas tend to manifest.

2. To demonstrate the interrelatedness of the child-family.
community-school complex by showing that as rural-school
yofingsters improve ,their academic performance, parents,
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teachers, and lay citizens also improve their understanding
of and empathy toward these children and the degree of
disadvantage they manifest.
'To demonstrate that, when the research findings and the-
oretical concepts of college and university personnel are
blended with the practical know-how of elementary and
secondary school educators, the pupils affected reap a com-
bination of benefits which neither university personnel nor
public school educators working separately can provide.

Initially, the chief state school officer was asked to identify a
rural school system which demonstrated both need and the interestto agree to undertake a program of school improvement. Wheeler
County was selected for the project, The Wheeler County Extended
School Year, with the advice of the Georgia State Department of
Education on the basis of these factors:

I. That its needs and problems are typical of those of rural
systems in the state.

2. That the educational leadership in the county is such that
an effective project would be undertaken.
That the public climate is receptive to innovative programs
(3)-

The Wheel r County Education Improvement Project is one
of the three projects in the South designed to provide rural educa-tion improvement programs proportionate to those operating inurban centers and to demonstrate that rural school improvementin the deep South is an educational concern, not an educational
neglect (2).

In rural communities, schools remain the center of hope for the
development of behavior necessary for significant survival in the
Great Society (2). Investigation into the need for improvement in
rural schools showed the following:

1 More than three million of the rural poor are illiterate.
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2. The educational competence necessary for today's world is
unattainable in the conventionally operated rural school.
("Yet, the pupils in these schools deserve an opportunity to
achieve the education commonly.ommonly referred to as the birth-
right of all Americans.
Very little in the way of special programs and activities has
been done in the deep South to modify or transform tradi-
tional rural education procedures into dynamic, experien-
tial, relevant programs and ways of working (1).

The Educational Improvement Committee hypothesized that
the rural school, on the one hand the bearer of a number of educa-
tional limitations, and on the other hand the possessor of some
educational strengths, can be a good school but stipulated that the
deuce to which the rural school becomes and remains a good school
depends very largely on the school's sensitivity to the following three
basic assumptions:

1. Change in instructional organization can result in improve-
ment of the educational performance of rural area pupils.

2. Modifying classroom instructional techniques can result in
improvement of the educational performance of rural area
pupils.

hen an educational leader in a rural area school system
becomes an active agent for creating change in instructional
organization and methodology, there inevitably results im-
provement in the educational performance for the pupils
concerned (2).

Basic Demographic Data

Wheeler County is a county of moderate size among the Georgia
counties which are, in general, rather small. It is located somewhat
southeast of the geographic center of the state in the "piney woods"
section of Georgia. In population it ranks 145th. In 1960 the pop-
ulation of the county. was 5,842. The largest centers of population in
the county, and the only ones of any significance, are the county seat,
Alamo, with a 1960 population of 8 22, and Glenwood with 684. In
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common with 90 other Georgia counties, Wheeler County lost pop-ulation between 1950 and 1960. Its rate of loss of population (20.4percent) was the twelfth highest among the counties of the state.Official studies have indicated a probable accelerated rate of lossfor the next ten years. Recent development of industries in neigh-boring counties and an influx of new residents to Wheeler County,incident to this, may well modify this prediction. The aforemen-tioned study, however, foresees a population of the county, of 3,800in 1975 or a loss of almost 30 percent in the 15-year period from1960. During this same period the state as a whole is expected togain almost 50 percent.
The current population of the county is approximately twothirds white and one-third Negro. This proportion has remainedrelatively constant; the shrinkage of pOpulation has affected bothraces in equal measure. It is anticipated that future decline willshow a similar picture. This proportion of Negroes is slightly higherthan is the case with the state as a whole (about 28 percent).Of the 1,757 employed persons residing in the county, therewere approximately equal numbers in the three main categories ofresource, product, and service. This distribution represents a sub-stantial shift since 1950 when almost two-thirds were in the resourceoccupations, mainly farming, but increasingly, forestry. This shiftresults, in major part, from the abandonment and consolidation offarms with the resultant emigration of these persons from the county,-Most of the employed persons are male.

The median family income in the county in .1959 was $2,270,slightly over half the median family income for the state as a whole.Although low, it represented an increase of 129.6 percent over theprevious decade, a rate of increase slightly higher than that of thestate as a whole (121.2 pereent). This increase is due in part to thedecrease in farm employment which is near the bottom of the in-come scale. Per capita income was $1 040 din. 1960 that for the statewas 1,610.
Therei are fifteen industrial plants in the county; most of theseare small wood product mills, and only two employ more than 20workers. Of 1,533 residential units in the county 813 were owner-occupied, 524 renter-occupied, and 196 vacant. Al most half were
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classified as deteriorating or dilapida ed; more than half were over
forty years old.

Of the three schools in the county, two are integrated and the
other is all Negro. The facilities of the two twelve-grade schools are
quite similar and reasonably adequate, at least in comparison with
those of other rural Georgia systems.

The average level of education of the adult population is the
seventh grade; that for the state is the eighth grade. The average for
the Negro population is almost three and one-half years below that
of the white population. This figure represents in both cases an in-
crease of a year of schooling over the average of 1950.' Of the white
students being graduated from high school in 1960 less than one-
fifth entered college; over a third of the Negro high school graduates
entered college. (This fact should be balanced against the fact that
39 percent of the Negro students drop out of school = between the
eighth and eleventh grades while only 6 percent of the white stu-
dents drop out during this period.)

The statistics on the level of preparation of teachers follow
statewide averages closely. Until the introduction of the Wheeler
County Education Improvement Program, a higher proportion of
Negro teachers held five- or six-year certificates than did the white
teachers.

The people of Wheeler County center their support on the
schools and churches, since these two institutions form the focal
point of the social life of the county. There is evident desire among
the parents that their children have better educational opportunities
and thereby be able to increase their economic status. This concern
not only supports whatever program the Wheeler. County Board of
Education regularly provides but encourages continuous expansion
and improvement; there was ready acceptance when the project was
proposed.

Pupils, participating in the rural education program have access
to a variety of interventions. The intervention components of the
Wheeler County center follow:

1 Continuous progress in learning
2. Developmental and remedial reading
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3 An integrated industrial-technical education program4. Focus on learning-to-learn skills
5. Family involvement
6. School-home-community agent
7. Teacher education
8. Nonprofessional staff aides
9 Cultural enrichment

Implementation of these nine ° interventions is resulting in amajor reconstruction of the total school program, and changes havetaken place so rapidly that the slogan, "Wheels Are Turning in.Wheeler," has been adopted. The project not only purports. to ful-fill the need and desire for better educational opportunities in thelocal system but also to be a catalyst for the improvement of publiceducation everywhere, since a small school setting contains thebuilt-in potential for flexibility in scheduling and innovative pro-graming (2).

Continuous progress in learning= The chief concern of theWheeler project is the Wheeler County child. Personnel strive con-,tinUpusly to determine what can be done to help each boy and girl
to improve his concept of self and others and to grow in accord withhis unique pattern of development. After an assessment of each
child's status is made, a program is planned to place him in environ-
ments and experiences that insure continuous progress, each stepbuilt on previous steps. In = order that the superstructure be validwith no step needing repetition, initial steps must be solid and nostep omitted.

Success in school experiences helps
=
develop "I can" attitudesand other more positive attitudes toward self and school, by-productsof which are the child's own determination to learn, parents' en-

couragement, and realistic teacher expectation.
In an effort to provide successful learning expertences at anearly age, planned kindergarten activities are considered an impor-tant component.
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Programing is a continual process based on continual appraisal.
At any given time, a teacher strives to know where each student is
with respect to knowledge, significant concepts, skills, and interests
and to prescribe for him a program paced to insure continuous
progress.

Developmental and remedial reading. The intensified reading
program which emphasizes both developmental and remedial read-
ing represents a specific educational treatment administered to
pupils. A variety of methods and materials aim at quality and con-
tent. Level and rate are adjusted to the different learning style and
individual needs of students.

The reading specialist coordinates the program by planning
with and aiding reading teachers, as well as classroom teachers, in
improving reading skills of pupils, keeping abreast of current re-
search findings, and integrating community resources.

uch attention is given to knowing the child's verbal behavior.
Informal and standardized tests are administered; teachers observe
and evaluate pupil progress in reading and other areas; the school-
home-community agent studies attendance and dropout records and
home conditions; and counselors help with assessing children's at-
titudes toward self and school. The services of the total school per-
sonnel, especially the speech therapist and creative drama specialist,'
are utilized to provide activities and services_ that promote language
development, speech improvement, and general verbal intelligence.

Rernediation is concerned with specific skills deficits, such as
word attack skills, phonic skills, auditory and/or visual discrimina-
tion, comprehension, perceptual dysfunction, and interpretation.

The reading specialist fosters creative > understanding, imagina-
tive effort in teaching and learning, and reading for sheer enjoyment.

An integrated industrial-technical education program. As our
economy continues to grow and develop and our means of productiv-
ity become increasingly complex, the need for more and better
skilled and semiskilled craftsmen becomes more apparent. This in-
tervention attempts to extend understanding of current technology
and employment procedures and to stimulate students to continue
their education in order to be prepared for jobs yet undiscovered.

In addition to the normal activities of vocational agriculture,
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home economics, business education, and guidance, students are ex-periencing on-the-job training both of campus and in school workstation relations as a part of their regular curriculum.Focus on learning-to-learn skills. A unique feature of theWheeler project is the way in which it focuses on the developmentof "learning to learn" skills, including the following:
1 Improving motivation for achievement
2. Raising level of aspiration
3. Providing contact with models who are achievement ori-ented
4. Improving attention-memory span
5. Developing positive self-image
6. Developing respect for learning and learners7. Providing a variety of methods, materials and equipment
In this era of rapid change, the process of learning must receiveattention since past and current learriings soon become obsolete.Family involvement. The education of children cannot be di-vorced from the home. In Wheeler County' this fact is recognized,and activities are planned to utilize the combined efforts of thescho-ol and home.
Parents participate in parent-teacher associations, support theathletic and literary events, serve on community action committees,contribute to the "clothes bank," chaperon and provide transporta-tion for trips, assist with fund raising activities, help with healthclinics, and serve as substitute teachers.
Parents not only want their children to continue their educa-tion but they want to upgrade their academic, vocational, and cul-tural levels. Some parents engage in basic adult education programs;some participate in job training experiences; some are members ofa boo_ k club; some secure and read books from the bookmobile;some engage in pottery making; and, a few are returning to institu-tions of higher learning.

School-home-community agent. =basic to the development offamily involvement is the role of a-new person, a school-home-com-munity agent, who is full time liaison- between school and home.The school-home-community agent visits the homes to obtain
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and record basic information about the family structure, economic
situation, health, hygiene, and special problems. This agent records
parental attitudes toward education, the schools, and the child.

The school-home-community agent suggests to the parents ways
in which they might enforce the efforts of the schools on behalf of
their children. The agent interprets to the parents what the schools
are trying to do for their children and is ready to supply advice,
assistance, and even some materials for this purpose.

hen a particular problem arises because of the behavior of a
child or a misunderstanding or dissatisfaction on the part of a
parent, the agent performs a third party roleliaison between the
parent and the school.

Teacher education. he implementation of the Wheeler
County Education Improvement Project requires initially well-
trained teachers who want to continue upgrading their own educa-
tions. The teacher education phase includes:

I. An inservice education program which is designed by teach-
ers to meet their felt needs. It takes into account the varying
preservice and experiential backgrounds of teachers. De-
sirable changes in teaching practices are achieved by this
blending of theory with practice in on-the-job training.

2. A preservice program which utilizes Wheeler schools as a
laboratory for teachers at varying stages of their educational
programstudent teachers currently enrolled in college,
and regular teachers who are working for self-improvement
and or higher certification.

The teacher education intervention includes not only formal
classroom procedures but also envelops attending professional meet-
ings, institutes, and workshops, inter- and intra-school visitation, in-
dependent study, travel, and the recently initiated innovation of
microteaching.

Nonprofessional The use of nonprofessional
aides frees the classroom teacher for higher level duties that are more
directly related to the education of the child.

Aides' duties are diverse, depending upon their job assignment.
Some specific tasks include clerical work, playground supervision,
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audio visual equipment distribution, emergency teacher replace-
ment, and bulletin board displays.

Cultural enrichment. The cultural enrichment phase of the
project is designed to provide opportunities for cultural experiences
which are generally lacking in rural areas. In addition to activities
planned by regular classroom teachers and school librarians, Wheeler
schools employ specialists in art, public school music, band, and cre-
ative dramatics. These specialists work with teachers and pupils to
help them obtain maximal profit from their experiences. The local
school program is supplemented and complemented by bringing to
Wheeler schools productions of the Georgia Southern College band,
choir, dramatic, and art department; Albany State College Choir;
South Georgia College Choir; the Savannah Symphony Orchestra;
and other cultural attractions. The community is invited to attend
these performances. The people of Wheeler County are encouraged
to attend similar attractions in neighboring cities.

The Summer Module
The characteristic that differentiates the Education Improve-

ment Project in Wheeler County from other education improve-
ment programs is depicted in the title itself: The Wheeler County
Extended School Year. Its organizational pattern is the nine-nine
module plan, nine months during the regular school year and nine
weeks during the summer. The summer module is divided into
three, 3-week sessions, and participation on the part of students and
teachers is voluntary. A student may attend any or all of the sessions
and may come for enrichment or remediation, to extend learning,
or to earn unit credit to make it possible. to advance through school
in the normal or less) amount of time.

The first summer module utilized educational television as the
core of the instructional program and emphasized learning-to-learn
skills. The Georgia Educational Television Network depicted the
purpose of the summer program by the use of a thirty-minute film,
"The Wheeler County Story." This film appeared on three educa-
tional television stations.



BOND

Swam

241

The aim of the Wheeler County Education Improvement Proj-
ect is not only to turn out graduates with marketable skills but also
to produce humane, refined, cultivated citizens with a rational hier-
archy of values. Values that help students view education as more
than hard-core learning of facts and systems are not learned as a
formal discipline but are acquired as an attitude, an appetite, even
a tone that prepares the future citizen for a fuller, more satisfying
life. This goal is worth the tremendous efforts of all the components
of the consortium.
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The Durham Education Improvement Program*
ROBERT L. SPAULDING

Duke University

THE LONG range purpose of the Durham Education Improvement
Program is the development of new organizational patterns and in-
structional systems in ongoing classrooms in Durham City and
County to foster the educational and social development of children
whose families have been economically and socially restricted. Not
only does the Durham LW seek to introduce modern school practices
which have been shown elsewhere to be beneficial but it seeks to
introduce new techniques, materials, and practices which are devel-
oped locally by RIP teachers and curriculum specialists.

Another purpose of the Durham ElF is to stimulate North
Carolina school superintendents, principals, curriculum supervisors,
teachers, school board members, and legislators concerned with ed-
ucational problems to enter into a broad range of developmental
activities in the public schools. The Durham EIP does not propose
to suggest ultimate answers to the problems of economic and social
deprivation but seeks to demonstrate a variety of alternatives which
will suggest ways in which school men and teachers, in cooperation,
can continue the task of transforming public education in the south-
eastern region to overcome the cumulative undesirable effects of
separate schooling for blacks and whites and of inadequate financial
support of public schools.

In the role of stimulator, Mr is only one of a number of pro-
grams or agencies such as Head Start, Follow Through, the com-
Munity action programs, the Learning Institute of North Carolina,
the North Carolina Fund, and the North Carolina Comprehensive

f This program is a; project of the Ford Foundation under the auspices of
the Southern Association of Colleges and Schools whose Education Improvement
Project is funded by the Ford and Danforth Foundations. The Durham EIP is
jointly administered by Duke University, North Carolina_Collegc,_Durham City _
Schools, Durham County Schools, and Operation Breakthrou h.

242



SPAULDING 243

School improvement Program, all of which have devoted energies
toward the improvement of schools and educational opportunity for
all children in North Carolina.

The Five-Year Plan
The original- proposal to the Ford Foundation for the Durham

ElF projected the creation of a small scale school system in which ap
proximately 200 to 00 children would be enrolled from ages two
through ten. This small scale school system would be created as
a cooperative effort between the Durham City Schools, Durham
County Schools, Duke University, North Carolina College, and Op-
eration Breakthroughthe local community action agency_ Two
public schools in the city of Durham and one in the county were
selected as target area schools since the children attending them
came from geographical areas where low income families tradi-
tionally resided. In addition to the three target area schools, a fourth
city school near Duke University was chosen as a laboratory facility.
The city schools had announced plans to close the school as a result
of changing residential patterns in Durham.

The overall strategy for the development of the model school
system called for development of new organizational patterns, pro-
cedures, and techniques of instruction at the laboratory school with
a concurrent introduction of tested school practices, such as, team
teaching, ungraded instruction, prog-ramed learning, and cross-age
grouping in the target area schools.

Plans also called for the creation of a series of preschool classes
to enroll children from age two through elementary school. A spe-
cial classroom for very young children was constructed on the school
grounds of one of the target area schools, and some available rooms
in the basement of the adjacent school were modified to accom-
modate preschool children. Children selected by random procedures
from the preschool population residing in the three target areas were
to be enrolled and over the course of the five years were expected
to enter the public schools in the same areas.

The effects of the special programs were to be evaluated by a
series of tests given before and after each of the'special= interventions
and, in addition, the overall effects of the ElF were to be evaluated
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by a series of intelligence and achievement tests administered overthe full length of each child's involvement in LIP classes.

Basic Research uestions

LIP'S research personnel have been concerned with several majorquestions:

1. What is the pattern of intellectual development of Durham's
disadvantaged childrenboth black and white?2. In what ways do girls display different patterns from boys?

3 Does intelligence develop at an even rate during the veearly period of growth and development from age twothrough ten?
4. Do disadvantaged children show a steady decline in intel-

lectual growth and development, or is their rate of develop-
ment uneven?

5. At which chronological age does intervention by LIP havethe greatest impact on the intellectual and language devel-opment of disadvantaged children?
6. What combination of interventions appears to be most ef-

fective in overcoming the debilitating effects of economic
and social restrictions?

7. How might public school personnel and responsible laymen,
concerned about public education, reorganize or restructure
public education to compensate for the characteristic deficitsof disadvantaged children?

Assn dons Used in Developing Spect Programs in the Durham
LIP

Several basic assumptions have been made as a basis for the in-troduction of progTams for children in ongoing LIP classrooms. Thefirst assumption is that in the absence of overt signs of organic ab-normalitysuch as, znongoloidism, microcephaly, or other specificorganic or physiological defectthe children enrolled in ELF class-
rooms are biologically intact; that Many or most of their differencesin development are the result of variations in environmental stingy-elation, health care, nutrition, and social relations; and that changes
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introduced in their social and physical environment will bring about
changes in intellectual, social, and physical development.

A second assumption is that the social learning theories of Ban=
Jura and Walters (1), Bijou and Baer (2), and Skinner (4) are rel-
evant as sources of techniques which teachers can use in the class-
room to bring about changes in the social behavior of children. It
is further assumed that some of the major problems that clisadvan.
taged children. have in -conventional public school classrooms, prob-
lems such as apathy, not paying attention, not following directions,
peer interaction which disturbs others- and _disrupts the instructional
program, and resistance to formalized instrudion and conventional
control technique's, canbe overcome by the of behavior-Modifica-
tion technique s. as proposed by Bandura, Bijou,- Baer, and Skinner.

The third set of assumptions used in ElF is based upon Piaget's
work in tracing the-intellectual development of children and the
work of curriculum developers .such as Taba (5) and Gague (3). On
the basis- of research by these persons and others concerned with
concept development and learning, MP'S classroom programs have
introduced sequences of encounters with concrete. Materials and
structured environments -which are hypothesized to foster explora-
tion. manipulation of physical objeCt s. to control _sensory inputs in
the derivation of concepts -.'about reality, and the construction of
produ-cts :from raw materials available to child in the classroom
environment. The role of language as a means of fostering concept
development and communication is emphasized. in RIP classrooms.
The assumption here is that as language beComes useful to the child
in communicating With peers and adults, -he ):-nhanCes- his own
thought processes and-Conceptualization' of reality.' -Subsequently, he
fan convey,-Ibe quality of his rundersEa.nding, and knowledge more
adequately to others.. This perforMance characteristic is :-highly- 'v al.
ued by 'school personnel and the-middle-class'culture -generally.

Performance Outcomes Expected as a Result of ElF Programs
Curricular practices in EIP s preschools and ungraded primaries

are predicted to increase the rate of intellectual development to
approximate the IQ norms of the population of the United States as
a whole and also to enhance language perfoimance and school
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achievement in reading, writing, spelling, and mathematics to the
point equal to or above the average performance of children across
the United States. Such achievement would he assessed by stan-
dardized measures such as the Illinois Test of 1)sycholinguistic Abil
ities and the Metropolitan Achievement Test Battery.

A third hypothesis is that the social performance of children who
have participated in ElF classes would be superior to children who
have not experienced ElF classes. It is specifically hypothesized that
in subsequent years former EZP children will be more productively
engaged in desirable classroom behavior and will exhibit fewer in-
stances of misbehavior. It is expected that these children will pay
more attention to adult directions and instruction, will employ
better study habits, and will earn higher grades when compared to
children from similar backgrounds who have not been exposed to
ElF classroom programs.

Special Teacher Training Procedures Developed i n EIP
As a result of the assumptions underlying zw's programs, a

number of procedures have been developed to bring about changes
in classroom organization, instructional programing, and teacher-
child relationships. Schedules have been developed (6) which define
in detail specific behaviors of children and teachers in classroom and
other educational settings. Using continuous monitoring of class-
room process, along with these schedules, it has been -possible to
define the characteristic behaviors of both children and teachers in
ElF classrooms and to introduce specific treatment programs. Guide-
lines for stimulating behavioral change, derived from the work of
the social learning theorists, have been used by ElF teachers in co-
operation with research technicians to develOp techniques which
foster desirable behavior in children. Teachers have learned new
ways of relating to children, and children have learned to attend and
become engaged in profitable social and independent activities. A
relaxed, productive, and student-relevant sequence of learning activ-
itives, within limits set by teachers, has been created within the ElF
ungraded primaries.

Techniques of teacher training and cm-riculum organization
learned in the laboratory school have been introduced in target area
ungraded primaries as well as in the preschools. In addition to organ-
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izational and instructional changes, new instructional materials
have been developed for fostering language, speech, and motor de-
velopment. These new materials are being evaluated by special
studies with experimental and control groups.

Changes in Development of Intelligence and Academic
Achievement

The Durham Err is now in its fourth year and currently enrolls
eleven different groups of children of various ages in its target area
classrooms and demonstration school. Changes in mental age and
academic achievement for children who have been enrolled in Ea.
since the fall of 1965 are given in Table I.

TABLE 1

CHANGES IN MENTAL AGE AND AGM)EMIC ACHIEVEMENT BY CHRONOLOGICAL AGE
FOR SEVENTEEN DISADVANTAGED CHILDREN

CA

n months)
MA Grade

Equivalent
Intelligence Test Data

Sint 67 60
Binet 74 69
wisc (Full Scale) 79 73
wtsc (Full Seale) 85 83
Wise (Full Scale) 89 87
WISO (Full Scale) 96 98
wise (Full Scale) 101 93

Achievement
MAT Form I

Word Knowledge 85 .11
Word Discrimination 85 .0
Reading 85 1.9
Arithmetic Comprehension 85 2.3

MAT Form II
Word Knowledge 97 3.0
Word Discrimination 97 3.4
Reading 97 2.8
Arithmetic Comprehension 97 3.0
Spelling 97 3.3

Language Achievement
A
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These data are only suggestive since they represent only onegroup of children out of the eleven classes currently enrolled. How-ever, they suggest that the mental abilities of these children haveapproached national norms and that their academic achievement hasbeen above average when compared with normal grade expectations.A further point of interest is that these achievement gains have beenrealized even though their overall language performance as mea-sured by the Illinois Test of Psycholinguistic Abilities (ITFA) showsretardation of about a year and one half at age s1/2.Reading instruction in this group involved the Gattegno Wordsin Color approach supplemented by Sullivan and SRA programedreaders. Spelling, word knowledge, and word discrimination ap-peared to develop at a faster rate than reading comprehension.Mathematics was taught by the Gattegno approach using Cui-senaire rods, supplemented by Suppes' .Sets and Numbers. Perfor-mance in mathematics as measured by the MAT showed a rapid initialgain with slower gains in the se 'and year of mathematics instruction.This group of chldre scheduled for conventional fourthgrade public school class_ r Vii. in the fall of 1969. Overall perfor-mance will be evaluated again in the spring of 1970. Additionalreports on the results of Err programs will be published during thenext two years.
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PROBLEMS OF B LINGUAL CHILDREN

Problems in reaching Reading to
Bilin ual Children

ETHEL L. GAFFS
Intermountain Indian School

wItir can't Johnny Bilingual read? Thousands of Johnnys and Marys
across the United States from New York to California face learning
to read in a second language. In New York, children coming from
92 countries speak a total of 43 different languages (el). The Bureau
of Indian Affairs is concerned with Indian students who speak 170
Indian dialects and whose language structure bears little relationship
to English (8).

Components Interrelated with Reading Problems

Reading problems cannot be isolated. They are interrelated
with the goals of the second language learner, problems of the total
second language acquisition task, and with factors influencing this
task.

While second language learners may have any of three prima
goals (cultural enrichment, utilitarian enrichment, or basic literacy),
the goal most likely to produce reading problems is that of acquiring
literacy in the language in which one expects to acquire all of one's
formal education (8).

The total second language acquisition task involves knowledge
of phonemic, morphological, and syntactical language dues; auditory
discrimination; imitative ability; understanding of word meanings
with all the connotations, and subtleties; knowledge of situational
language patterns; written expression patterns; recognition of ele-
ments of style and literary devices; selections of appropriate cog-
nitive skill to meet the language task; and knowledge of culture
from which the language has developed.

Eight factors that influence the learning of a second language
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were listed by 'Fireman and Zintz in 1961 (10). Foremost among
these is that of desire. Desire must have strong reinforcement of
need to keep a student = struggling with the complexities of the
English language. Practical utilitarian arguments are always more
effective in promoting desire than invoking cultural value (12).
Desire or motivation is seriously reduced if that desire produces an
alienating situation. When children begin to acquire not only a
strange language but cultural value systems alien to the cultural
heritage of their ancestors, an awareness of conflict emerges and the
sensing of this robs the child of emotional security. The more emo-
tionally charged and the greater the extent of culture-value conflicts,
the greater the impact on emotional security. Prevention of damage
to a learner's inner-core personality was considered so important by
Hildegard Thompson, chief, Branch of Indian Affairs in 1965, that
she stated cultural empathy should be a major qualification of all
teachers who work with the culturally different (8).

Two other factors of importance are the amount of exposure to
the new language and the amount of time allotted for second lan-
guage learning. If the language of the learner's community is the
native tongue, the rate of acquisition of the second language is
slowed. Concern with this problem caused teachers in Bureau of
Indian Affair's schools in 1904 to forbid speaking the native tongue
upon threat of punishment. A more humanistic approach has since
developed, and various experiments are being tried to solve this
problem (7). The amount of time allotted has increased considerably
from the schedule of one hour daily, often found in the "foreign"
language instruction of the past. At Intermountain Indian School;
students are scheduled for language laboratory, E.S.L. oral enrich-
ment, written English, drama, literature, and reading classes plus
acquiring instruction in content subjects from English speaking
teachers sensitive to the bilingual problem.

A fourth factor is the common elements between the original
language and second language. For example: the Navajo speaker
encounters problems with particular phonemes, such as final conso-
nants; > the absence in Navajo of certain sounds, such as the voiced
and voiceless th. in "this" and "think" or fricatives such as "face"
and "violets"; and the tendency to carry over the glottal stop in the
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Navajo phonemic system into English speech. Morphological and
syntactical differences, such as pluralization, possessive forms, gender,
and verb system, contribute to difficulty in mastering the new
language (10).

Four other factors having definite impact on set-, end language
acquisition are socioeconomic status of learners, influence of recog-
nized leaders of the original cultural community, educational ad-
uncts, and intelligence. While learners from some countries rise

in socioeconomic status as a result of second language acquisition,
it has been noted that harmful social and economic forces can
"dissipate energy, short-circuit ambition, create anxiety, and pro-
duce fears that paralyze a child" (3). Debilitating factors such as
poor attendance, undernourishment, broken home, etc., are fre-
quently found in the background of bilingual poor readers (13). An
example of constructive influence by native language leaders is the
establishing of a large schalastic fund by the Navajo Tribal Council.

Reading Problem Areas
Against this background of factors influencing the second lan-

guage acquisition, the problems of becoming literate in that lan-
guage emerge as herculean tasks.

Decoding
As Tireman (9) pointed out so expressively, "There is no magic

formula?' A child learning to read in a second language must master
the same skills as the one learning to read in a first language. Some-
how the child must learn to decode the visual symbols of reading
into meaningful sound symbols of real, vicarious, or synthetic ex-
periences. Wolk (13) reported on a special study of reading disability
errors of bilingual children. analysis of these errors indicate that
most were the result of inadequately spoken English. The results
of hundreds of Gilmore Oral Reading Inventories given at Inter-
mountain Indian School dramatize that many mechanical errors in
reading are identical to speaking errors. However, this is not the
total explanation. Just as some Anglo children who speak English
as a first language fail to learn to decode visual symbols, so do some
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bilingual children. The causes appear to be the same: inadequate
auditory perception, faulty visual perception, and poor teaching.

Ewers (1) found a high positive relationship between bilingual-
ism and the inability to blend syllables and concluded from her
study that reading ability involves many aspects of auditory percep-
tion. Short vowel sounds are of such short duration may students
cannot separate them from the initial consonant. Even when students
can recognize the different short vowels, they may have trouble
holding the sounds in their mind's ear long enough to produce a
sound and mentally compare the two.

Inadequate teaching of word attack skills appears to be highly
significant. Students often read with good oral accuracy until they
encounter words for which their attack skills are inadequate. Then
they not only falter on those words but make mechanical errors on
words previously read smoothly. While phonetic clues are not so
helpful to the bilingual as to the native speaker, they appear to be
significantly valuable in decoding visual communications. An anal-
ysis of the phonetic word attack skills of good bilingual readers
indicates competency in utilizing visual clues and applying phonetic
principles.

lord Meaning
Pronunciation of written words is only one, aspect of word

mastery. Reading involves attaching meaning to the decoded symbol.
In this realm lies the real troublemaker for the bilingual. Words
are seldom given meaning in isolation. Function order, inflection,
intonation, and reference, control meaning (2). For example, if I
say the word run, what comes to your mind? A run in your stocking?
Moving rapidly on foot? Reproducing copies? A salmon run? Not
until I place the word in a sentence or context will it have definite
meaning. To compound the problem of word meaning is the use
of idioms (14). To the bewildered bilingual, English is idiom rich
and modern English of contemporary stories "way out.' simple
verbs can be combined with prepositions to produce idioms that
baffle nonnative speakers. Take the, verb put and try out put over,
put out, put up with, output, put about, put across.
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If one considers the average vocabulary of first language English
speaking children in first grade, the enormity of vocabulary load for
the bilingual becomes obvious. To catch up with the average first
language fourth grader the bilingual needs to master approximately
9,000 words, many of which have multiple meanings. Many ed-
ucators agree the most efficient method of choosing which words to
teach is by use of word-frequency lists. Permanently attaching mean-
ing to a word may require only a few exposures, but some words are
so vague or nondistinctive as to require literally hundreds of expo-
sures or uses to be adequately assimilated.

Comprehension
Comprehension involves more than knowing the meanings of

words; however, it is greatly hindered if many word meanings are
unknown. Generally, problems of comprehension are of two kinds:
lack of oral English experiential background and inadequate meth-
ods of determining comprehension. If students cannot identify who,
what, when, where, and why after correctly reading a story orally,
the problem lies in not understanding how to answer this type of
question. Oral pattern practice is needed in a concrete experiential
situation. For example: Where? Where is Mary? In her seat. Where
is John? Outside. Where is the book? On the table. Inability to
identify main idea, supportmg details, cause and effect, relationships,
and other such skills again depends on having been shown how to
do these in meaningful oral English situations devoid of visual
symbol decoding. If the child's oral English is inadequate, the
reading teacher may have to take sentences apart: make separate
sentences of clauses; change inverted word order to normal word
order; put markings to indicate connectors such as then, but, until,
and underline key words in comprehension questions such as when
where, and who (4).

Linguistic Clue Usage
Some bilingual students readily pick up clues: the determiners

a, an, the, some, are followed by nouns or naming words; pronouns
have referents either within the sentence or in preceding sentences;
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and word order control of meaning; but many students have con-
siderable difficulty in grasping the linguistic patterns of English
sufficiently to use the linguistic clues as aids in reading.

Study Skills
Another part of the total reading problem is the acquisition

of study skills. From following simple directions to complex orga-
.

nization of the reading task, the bilingual student faces the same
learning task as the nonbilingual but often does not come equipped
with the background of experiences to meet the challenge.

Factors Which Adversely Affect Reading Instruction
Oral Language Competency

Foremost among the factors which adversely affect reading
instruction is rushing into reading before establishing competency
in oral language (11). This factor is especially important for those
whose formal education must come in the second language. One
Cannot postpone reading instruction until the child is as competent
as an adult native speaker of the second language; therefore, an oral
language program is needed which is so structured as to prepare
the child for the reading skills required by his academic instruc-
tional program. Linguistic clues and patterns of thinking taught in
oral language classes lessen the burden of the child meeting the
challenge of learning to attach meaning to visual symbols.

Trained Teacher Shortage
A second problem is the, shortage of teachers trained to teach

reading to the bilingual student. The fifteen-year Puerto Rican
.study (6) in dicated that a teacher's knowledge of the native language

of the students had no significant effect on, learning English and
that the most successful approach was a combination of structural
and vocabulary emphasis and experimental methods to meet the
needs and problems of a specific class. Many who work with bilin-
guals would agree that the reading teacher should have cultural
empathy, background training in the oral aspects of learning the
second language, understanding of the reading process, and enthu-
siasm to experiment with methods and materials.
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Suitable Material Shortage
A third major factor is the lack of suitable materials. Some

basal readers carry stories which expound beliefs in conflict with
cultural beliefs of the bilingual child (15). Most book companies do
not provide lists of idioms appearing in their readers (14). Some
books will state that the words used in the book come from lists
such as the Dolch Service Word list but' fail to consider the multiple
meanings they give to these words in their stories. Most teacher's
manuals do not carry suggestions for those teaching the bilingual.
Supplementary materials are, often high in interest appeal but are
not too plentiful at the primer to second grade reading difficulty
level More exchange of materials developed by pupil-teacher ex-
perience charts and creative writing could help make reading m
tercel s more relevant t the learners.

255

Other Adverse Factors
Other factors involved include experience deprivation, teacher

quandary of what value system to teach, educational philosophies,
curriculum offerings, physiological, and neurological disabilities.

Description of Title I Project for Bilingual Retarded Readers

Planning a remediation progTam based on an analysis of the
information available involves considerable knowledge of socio-
logical and cultural factors, empathy, knowledge of the reading
process, and sensitive judgment =a s to the relative importance of
various factors influencing the reading problem. For those children
who failed to learn to read adequately to meet their needs, a reading
improvement center was established at Intermountain Indian School
through Title I assistance.

ection, Testing, and Scheduling

Standardized achievement tests together with diagnostic screen-
ing tests are given to classrooms of students. This information and
classroom teacher recommendations determine which students are
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selected as potential clientele. Students are provided with applica-
tion forms. and helped to fill them out, if necessary. Students are
not forced into attendance although school counselors may urge
students to consider it seriously. Generally, more students as to be
allowed to come than can be accommodated.

Therapy students are scheduled eight per hour per teacher.
These students are given various diagnostic tests. Both group and
individual word attack skill tests have been developed which do not
involve nonsense syllables. Nonsense syllables too often produce
nonlinguistically true internal word structure patterns. Other tests
utilized include Dolch Sight Word Test, Betts Informal Spelling
Inventory, oral reading inventory, and Gates-MacGinitie Reading
Tests. A listening levels test constructed over stories of high interest
to the Indian student provides information as to English language
understanding and indicates the level to which the student can be
taught to read. According to Murphy (5), the' highest level at which
the student can demonstrate comprehension of 70 percent or higher
s the level to which he can be taught to read. Information con-

cerning vision, speech handicaps, bearing disabilities, psychological
factors, and health considerations, is acquired by request from
appropriate agencies within the school structure.

Instructional Organization, Methods, and Materials

To provide individualized instruction for eight students per
hour per teacher, students are assigned weekly contracts. This sched-
ule allows pupils to see completed work rather than an overwhelm-
ing task ahead; The teacher becomes a resource person who helps
in accomplishing the, tasks and evaluating the quality of work done.
Based on our curriculum study in reading, the contracts are divided
into five sections: word attack, vocabulary growth, comprehension,
related skills, and study skills. The teacher in consultation with the
director determines the assignments for the contract based on the
testing and background data for each student. Contracts vary con-
siderably. One student may have a number of word attack 'skill
assignments to meet a deficiency, a vocabulary lesson which is cor-
related with the comprehension assignment, and a spelling lesson
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correlated with word.: attack. This student will also have provision
for daily oral v%;ork with the teacher. Another student, who is
becoming a word caller, will have vocabulary assignments correlated
with comprehension assignments, Listen-Think tapes, lessons from
Reading for Understanding Kit, and no oral reading at all As a
student completes work, he requests checking. Nearly all assignments
are checked within a few minutes of completion. Corrections are
explained. Unusual difficulty and need for additional instructional
activities are noted on the contract. If work is well done, an appro-
priate comment is written on, the contractvery good, excellent,
fine job, etc. If work is careless, poorly done without. good reason,
or procrastinated, an appropriate comment is placed on the contract.
The weekly grade is based on quality and quantity of work per-
formed.

An example of types of materials employed to attack a particular
problem would be those used for a student who has not acquired
the visual clue principt- of hard and soft, c and G. Language Master
cards are assigned to permit students to hear the patterns. Phonics
We Use, Developing Reading Shills, Conquests in Reading, or some
other workbook instructional assignments are completed. -Next, the
student receives an Aud-x a and & lesson. If necessary o_ r desired,
a reinforcement encoding lesson from Dr. Spello is used As a final
test and to give additional practice, a small hand tachistoscope with
a and o words is operated with oral response.

As students are diagnostically tested, problems affecting many
students are noted and analyzed. Materials are constructed by the
director or teacher_ staff; for ex ample, auditory discrimination requi-
site to accurate pronounciation was noted as a common problem.
Twenty-three lessons were constructed to be utilized in a tape-
recorder junction box arrangement. Consisting of carefully planned
script and response sheets, these lessons deal primarily with the
vowels. One rather notable pmblem was failure to acquire accent
patterns. Overhead projector transparencies encourage students to
discover the patterns and apply them to unknown words. Frequently,
commercial materials can be utilized, if modified, correlated, and
reinforced. For example, for some students particularly deficient
in vocabulary growth in relationship to word attack and compre-

,.
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hens on, Word Clues was used as a basal vocabulary program. Lan-
guage Master cards made to accompany these allow the student
to acquire correct, pronunciation independently. Staff designed com-
pletion sentence cards and storycards reviewing each set of ten words
provide additional practice with the words.

Many of the high-interest, easy-reading books, such as the Dan
Frontier Series, Hunting Grizzly Bears, Checkerboard Series, and
Wildlife Series, are supplemented with study sheets designed by the
staff. These study sheets give much vocabulary review and practice
on various comprehension skills. For some of these supplementary
readers, overhead transparencies are being developed to assist stu-
dents with learning the multiple meaning of words. For example,
in the book, Hunting Grizzly Bears (a favorite of many students
the word snapped is used with four different meanings: Fastened--
he snapped the radio on the bear's ear; made a noise like a snap--
the gun snapped as he pulled the trigger.; closed quickly--the bear's
jaws snapped; and hitting with a jerking motionthe bear snapped
t Rich with his paw.

Many filmstrips intended for use with group discussion can be
utilized for individualized instruction if tapes are prepared to
provide oral explanation and response sheets are constructed to allow
the student to make an overt response. To accompany some new
cognitive-skill filmstrips acquired this past year, a student response
sheet was constructed allowing the student to react to the questions
posed, demonstrate application of the skill, and check his responses
against an answer key for reinforcement or correction.

Students having visual perception problems may receive hand
tachistoscopic work, kinesthetic-visual experiences, background-fore-

,ground discrimination exercises, or eye-hand coordination training.
Many students who are having problems with oral-reading ac-

curacy receive work on oral reading in books selected to meet
independent reading levels and their interests. The tape recorder
is an indispensable aid in providing oral reading practice; however,
some students need a teacher sufficiently versed in speech correction
or English sound production to help the child with speech organ
placement or movement: for example, the short e, a troublesome
phoneme for many remedial students, is produced by tucking the
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tongue behind the lower teeth and uttering a somewhat sharp sound_
The mispronunciation of words such as "mudder" for mother, "sing"
for thing, and "di s" for this is a speech error, not a reading error;
however, language arts should not be a fragmented discipline. Our
staff helps students with this type of problem to improve the oral
reading accuracy and oral English..

Results of Projer

Reading center sessions are scheduled for eight weeks' instruc-
tion plus the pretesting and post-testing time Students may attend
one more of the sessions depending on a number of factors: need,
potentiality for continued improvement, interest, etc. Examination
of previous schooling records of these students reveals an average
gain of one month per eight weeks' instruction. While a few students
gained as much as one year seven months in vocabulary and two
years two months in comprehension, the average gain for a center
session was nearly three months per eight weeks in vocabulary and
two months per eight weeks in comprehension, as measured on the
Gates-MacGinitie test. On the Gilmore Oral Reading Inventory the
average gain in oral accuracy was five and one-half months with nine
and one-half months' gain in comprehension. Some students made
higher post-test scores on three out of the four tests and made a
lower post-test on the fourth test. Some went down on all tests even
though their daily word indicated improvement.- Testing is a very
provocative, business. Some students will deliberately make mistakes
because they want to continue coming to the center; others will
try anything to get a higher score (apparently for ego satisfaction
some become so nervous during a test they cannot perform to the
level they can under nontesting circumstances; and some do better
on silent tests while others seem to need the teacher-pupil attention
stimulus of the oral tests.

A student evaluation form permits students to indicate their
feelings toward the center activities. At the end of the first session
this year, 94 percent of the students indicated they believed they
had improved in reading. Of the materials used, they indicated their
favorites in this descending order: silent reading of books, language
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master controlled reader, workbooks, Kits s.R.A. Reading Attain-
ment, etc.), tape recorder work, Aud-X oral reading to the teacher,
and listening to records.

Another item the students are asked about is the work difficulty.
Given choices of too easy, lust about right, a little bit hard, and
too hard, the number one choice is jet about right followed by alittle bit hard.

Tomorrow's mope
While the reading problems of the bilingual are often made

more complex by many factors, the increased attention being given
this national, problem will undoubtedly result in improvement in
teacher training, construction of materials, and provision of badly
needed additional funds. Surely, tomorrow's Johnny Bilingual will
receive more help in acquiring competency in reading.
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motivation was present; for children it was utter confusion. Unable
to cope with prolonged bombardment of unidentified stimuli, chil-
dren's responses ranged from general disinterest to more overt action
and included stuttering, aggressive acts directed toward other chil-
dren, passive hostility directed toward adults withdrawal, refusal
to work, generally noncooperative), loss of self-confidence (fearful
of trying and defensive behavior (headache, stomachache

In Education Across Cultules, Zintz (9) noted that children
required to adjust to a different culture, with a different language
when verbal expression was lacking, experienced extreme frustra-
tion which blocked thinking skills: Under such stress cognitive skills
appeared to be lacking. Communication also su ffered; children
appeared neither monolingual nor bilingual, but rather nonlingual.

qcarder (4) considered emotional and intellectual problems to
be closely related to language. When bilingualism was viewed as a
liability, confidence and pride were destroyed; and the individual
rejected self, school, parents, and society. When the learner felt his
language and culture were accepted, he developed _feelings of pos-
itive self-worth which enabled him to cope with cognitive tasks.

Early in the 1960's concerns for bilingual education began to
receive national attention. IA 1965 and 1966 the report of the NcTE
Task Force on Teaching English to the Disadvantaged (7) and the
NF..A Tucson Survey of the Teaching of Spanish to the Spanish
Speaking (8) focused on the bilingual education problem.

As a result of this growing awareness, schools across the nation
be n seeking was to make the-invisible minority (8) visible. Sup-
port was provided through the Elementary and Secondary Education
Act (1965) whereby solutions to the problem were sought. Innovative
and exemplary studies, under Title III offered opportunities to con-
duct educational research relevant to local needs.

The Sustained Primary ProgTain for Bilingual Students of the
Las Cruces Public Schools, Title HI ESEA, recognized the problem
of undifferentiated cultural and linguistic factors related to academic
achievement and presented = an experimental design for bilingual
education beginning with kindergarten and advancing through
grade three. A research study began July =1 967 and will conclude
June 1971.)
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The experimental setting for this project, currently in opera-tion, represents the best we know about learning environments.Emphasis is upon understanding and appreciating the Spanish,Mexican, An to heritage of the Mesilla Valley and Southwestern,New Mexico; discovering the structure of language; recognizing howlearning occurs; identifying the methodology and strategy neededto create the best learning climate; and exploring ways of expandingthe learning environment into the home and community.

Theoretical Position
The basic philosophy of the design is contained in the followingposition statements:
If school curriculum utilizes the cultural values and languageof ethnic groups in the community, it follows that greater apprecia-tion and understanding will promote positive feelings of self-worthleading to meaningful bicultural interaction.
If the learner experiences happy positive feelings he will feelfTee to explore and question his environment, activities thus hcilitat-mg maximum perceptual and conceptual growth.If the learner's language patterns and cultural values are fullyaccepted, feelings of positive self-awareness and self-confidence willfacilitate healthy interaction and involvement rer..tilting in optimummeasurable achievement

If the learner becomes equally, competent in the skills of theEnglish and- Spanish language, he will possess the verbal and inter-pretive tools for meaningful bicultural interaction.If school administrators and teachers value the involvenient ofparents in the curricular experiences of their children and parentparticipation is actively maintained, home-school relations will re-flect mutual, responsible concerns for education.,
Components of the project include seven Major features Eachcomponent is presented with accepted rationale.
A sustained primary program for bilingual students providescontinuous learning experiences through a twelve months programwith two hundred instructional days and short vacation periods.The calendar is approited by the parents. Teachers and pupils
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remain together kindergarten through grade three. Advancement
is continuous and nom tided.

Extended teacher contracts include two hundred days of instruc-
tion and twenty-five days of inservice. Teachers receive college credit
for inservice training under the direction of public school admin-
istrators. Emphasis is upon curriculum preparation, teaching meth-

_

ods, and evaluations.
A culturally centered curriculum implements sound learning

theory. First of all, the value system of the learner ;s recognized
by identifying and accepting cultural values of the historical setting
and linguistic contributions of the present personal setting. Culture
is explored as content, and content is developed through English and
Spanish languages. Valuing and utilizing the pupils' cultural heritage
create a climate for happiness and confidence. Valuing and utilizing
pupils' linguistic patterns promote early and meaningful communi-
cation. Thus, feelings are not in conflict with language or culture,
and the child can experience successful encounter in the assimilation
of cognitive data.

The methodology employed provides a description of how
learning occurs and identifies the climate in which learning is
most readily facilitated. It is a description of the teaching 'strategy
and the dynamics of the learner's response. It describes inquiry and
discovery techniques which will lead to concept formation.

Within the sustained primary program for bilingual pupils,
prime consideration is accorded the necessity for providing situations
and materials whereby conceptual proficiency and self-esteem are
achieved simultaneously.

Through d i iifferentated nstruction, pupils are encouraged to
become self-selective, self-directed, self-disciplined, and self-eval-
uative. The emphasis is upon awareness of self, awareness of others,
and personal competence.

The curriculum guide establishes a broad conceptual frame-
work. The statement of.concept-provides a goal or understanding the
child is expected to reach through inquiry and discovery.

Content areas determine the scope and sequence of information
appropriate to instructidnal.level and subject area.

Activities and resources support concepts presented. Finally,
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evaluative guidelines provide measures of perceptual, conceptual,
and attitudinal growth.

The why and the how are set forth in this culturally centered
language arts guide which is the vehicle for the experimental instruc-
tional program of four schools, kindergarten through third uade.

The experiential language arts instructional program represents
the heart of this study. Communication is controlled by the in-
dividual's personal values Attitudinal values are like a magnetic
force which selects, attracts, repels, and arranges Stimuli into fields
of action. The child's attitudinal values are inexorably bound to his
culture, language, and feelings and serve to shape his conceptualiza-
tions. This attitudinal force operates continually and selectively in
the learning process. Language is the vehicle for concept formation.
Language foims the bridge of understanding, for language cannot be
divorced from emotion or intellect. Language achieves its fullest
meaning when the interaction of experience makes it possible for a
child to express his conceptualization.

Valuing creative communication individualizes learning, for
children speak, write, read, spell, and translate personally meaningful
patterns of langmage. Creative communication accompanies and
promotes creative behavior and responsible decision making thus
generating the desirable flexibility required for healthy adjustments
in a changing society.

Experimental English-Spanish instruction occurs in two
elementary schools. Sixty kindergarten children and sixty first
grade children began the project in 1966-1967 and will advance
through grade three. Children enrolled in the K-3 classes learn
to listen, speak, read, and write in English and. Spanish. Instruc-

on is aimed toward linguistic fluency and comprehension in
both languages. Learning in two languages is not seen as an
end in itself but as a process for bettering educational and
soda! goals.

Experimental English instruction occurs in two elementary
schools. Sixty kindergarten children and sixty first grade children
began the project in 1966-1967 and will advance through grade
three. Children enrolled in the K-3 classes are instructed in.
Engli %. only. Comprehension, however, is a basic necessity, and a
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bilingual aide is present to provide language reinforcement when
needed.

A controlled basal reader program describes language arts
instruction !:or first, second, and third grade children in the four
elementary schools not enrolled in the K-3 program. Pupils in
these schoola comprise the control group.

Language patterning is considered an important part of each
child's aural-oral experience in both experimental groups. Vocab-
ulary is carefully selected. Language skills are strengthened through
the use of a tape recorder, a listening center, and individualized
programed activities. Patterns are selected which help children ex-
press positive self oncepts in Spanish and English.

Encoding and decoding skills are recognized as part of the learn-
ing process. Every individual in some manner accepts, rejects, as-
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similates, integrates, and-responds to stimuli in a manner appropriate
to his total organismic structure. The learner's response to language
is observed by the perceptual motor skills he demonstrates, by the
linguistic and conceptual level at which = he operates,- by the neuro-

.psychophysio makeup he displays, and by the personal = value system
he employs.

Language is a learned process based on' the child's sensory p
ception and organization of all auditory and visual stimuli.

Language is also a social experience develeped in relation to
sell and others and provides a media for receiving, reacting, and
interacting with the environment.

Decoding means breaking the visual code and assigning meaning
to language symbols. It is the basic skill essential for success in read-
ing. Decoding is more than phonics instruction. It is a way of ex-
ploring the structure of language and requires the selection of ap-
propriate strategies for categorizing perceptual and conceptual
stimuli into temporal spatial patterns.

Breaking the visual code (3), valuable as it is for children o
low socioeconomic status and those predisposed to reading failure,
must be preceded and accompanied by meaning-laden patterns of
language.

The language experience approach to reading become then,
the basic technique for reading instruction in each experi nental
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group. Through many experiences, perceptual, conceptual, and at-titudinal constructs are continually formulated which pi wide moti-vation for meaningful communication.
Individualized reading helps children develop a positive self-concept. There is personal satisfaction in selecting, pacing, sharing,questioning, and recognizing reading skills.
The bilingual instructional aide is an important link betwetilhome and school for she represents the same ethnic background,values the same customs and traditions, and speaks the same languageas the children. She is able to reinforce learning concepts in Englishor Spanish so that every child fully comprehends. The aide acts asinterpreter and translator for parents or visitors whenever the needis apparent. She assists with language patterning activities andoperates listening centers and audiovisual equipment. After theteacher has diagnosed learning needs and selected appropriate tech-niques and materials, the aide provides tutorial assistance for in-dividuals and small groups: Aides render invaluable service, fromthe many housekeeping chores they perform to the public relationsrole they play in the community. (Inservice workshops are a regularpart of the aide's job responsibility. Career advancement is offeredunder another phase of the migrant program.)

With an aide, the master teacher functions at a truly profes-sional level. She is able to diagnose learning problems and prescribeappropriate assistance. There is time for planning, individualization,and creative productivity.
Parent participation stresses direct involvement of parents withthe school in the establishment of educational goals. Parents andteachers working together learn mutual respect and responsibleparticipation.
Continuing efforts involve parents in parent-teacher conferences,teacher-class demonstrations, home visitations, instructional work-shops where parents construct teaching materials requested by theteacher, arts and crafts workshops where parents learn to makedecorative and inexpensive articles for their homes, and parent studyoups where interest and/or problem needs related to home andschool are discussed: As a result of the= special studies, parents and
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teachers have experienced increased personal sensitivity and insight
into their own feelings as well as increased understanding of their
roles as facilitators of learning. (Activities are publicized through.
El Mirasol an English /Spanish newsletter for parents,)

The human development program (2) facilitates- favorable per-
sonality growth and development. It was chosen to compliment the
K=3 Frog-ram- to advance positive feelings of Self-worth.- -Teachers
and parents learn to strengthen and enrich the learnitig experiences
of children through increased awareness of and sensitivity to school,
home, and -community life as it effects pupil attitude and perfor-
mance.

The human development program promotes positive awareness
of self and others, develops and evaluates social interaction, . and
helps individuals recognize and accept feelings of mastery and success.

Call for Action

These various components comprise the learning environment--
The stage is set! The mood is changing--experimental, positive,
exciting, frustrating, expectant, determined, warm, intent, and pur-
posefull

What do we expect to learn?
Will children involved in the experimental culturally centered

language arts instructional programs achieve at a significantly higher
level than children from similar backgrounds at similar grade level
who are involved in a traditional basal reader instructional program?

Will children involved in the experimental English/Spanish in-
structional program achieve as well as children in an experimental
English program and better than a like group of children in a basal
reader instructional program?

Will the mental abilities of children from Spanish speaking back-
grounds be increased by actualizing positive self-concepts related to
language and culture through cunicular learning experiences?

Will pupils receiving two hundred days of instruction during
a period of twelve months, with frequent short vacations not exceed-
ing three weeks, experience continuous learning advancement at a
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significantly higher level than pupils receiving instruction for one
hundred eighty days during a period of nine months with three
months of vacation time

Will projective measures of pupil attitude and adjustment (af-
fective learning) correlate positively with standardized measures of
pupil achievement (cognitive learning)?

Will parent attitude and degree of involvement correlate pos-
itively with pupil attitude and pupil achievement?

Research Design

Pre- and post-measures of mental ability, readiness for learnuAg,
academic achievement, pupil attitude, parent attitude, and degree of
involvement will be assessed each, year of the project.

The Parent Attitude Toward Education Rating Scale will in-
dicate any changes in attitude related to the schools' instructional
program, home-school relationships, value of -education for them-
selves and their children, aspirations for their children, extended
school year, dual language instruction, and personal educational.
experiences.

Evaluation instruments include the California Test of Mental
Maturity, Kindergarten Evaluation of Learning Potential, Metro-
politan Reading Readiness, Metropolitan Achievement Test, Parent
Attitude Toward Education, Draw-a-Person, and Pupil Adjustment
Scale.

Statistical data for the first year (1966-1967) of the project is
being analyzed. This portion of the report presents some implications
and possible trends in bilingual instruction. It is not meant to repre-
sent the final data

Results of the California Test of Mental Maturity administered
to first grade students in the fall of 1967 and again in the spring of.
1968 indicated a significant difference between the pre-post language
IQ means and between the pre-post nonlanguage ig means for each
of the instructional programs at the .01 level (Table 1).

It appears that for bilinval students, intelligence as measured
by the California Test of Mental Maturity is favorably affected by
school instruction.
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For first grade students the language rig and nonlanguage IQ
comparison of the significance of difference between mean scores of
Fall 1967 and Spring 1968 tests as measured by the California Test
of Mental Maturity indicated therg is a significant difference between
the language and nonlanguage IQ of the control group in the fall
and the spring testing. There was no significant difference between
the language and nonlanguage IQ of the experimental English group
(Table 2). There was no significant difference between language
and nonlanguage IQ of the experimental Spanish/English group in
the fall testing, but a significant difference was found in the spring
testing.

We may assume that the language development of,the children
in the control group was retarded in comparison to their non-
language development and that the experimental Spanish/English
group developed nonlanguage skills which were apparently lacking
at the time of initial testing.

The comparison of experimental programs as measured by the
California Test of Mental Maturity (Table 3) indicated by the sig-
nificance of difference between means shows there was no signii..:ant
difference between the control and experimental English groups; no
significant difference was found between the experimental English
group an experimental Spanish/English group, but there was a
significant difference between the control and experimental Spanish/
English group on langnage IQ-

We can assume that the population in the control group does
differ from the population in the experimental Spanish/English
group in language competency.

A survey of Metropolitan Achievement Test (Table 4) scores
administered in the fall of 1968 (in September 1968, second grade
groups were administered the first grade test) indicated, the sig-
nificance of difference between means in word knowledge, word
discrimination, reading, and arithmetic.

Results indicated that the experimental -Spanish/Englis group
differed significantly from the control group=in word discrirniriation
(.10) and arithmetic achievement (.05) and from the experimental
English group in word dIscrimination (.10) as measured by Metro-
politan Achievement Test.
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Two implications seem justified: dual language instruction wasnot detrimental to achievement in school as measured by Metro-
politan Achievement Test, and instruction in English and Spanish
enhanced school achievement.

Conclusions

While conclusive statements at the end of the first year wouldbe premature, it is appropriate, because of intensified educationalconcerns for bilingual education, to provide a description of 1-!-Ie
project and to evaluate and report the progress of the study. 0,.h.:r
reports will be forthcomIng.

Results of 1066 -1967 studies present the following findings:
Intelligence. The mental abilities of children in the experimen-tal and control groups were increased by school experiences asmeasured by the California Test of Mental Maturity.
instruction. Dual language instruction was not detrimental to

academic achievement as measured by the Metropolitan AchievementTest. Dual language instruction enhanced school achievement.
Achievement. Children who attended two hundred days ofschool and received continuous educational learning experiences inthe experimental program achieved more than children in the tra-

ditional one hundred eighty days' program and more than childrenin the traditional one hundred eighty days' program plus forty half
days of summer language program, as measured by the Metropolitan
Achievement Test.

Looking Ahead
Measures of pupil self-concept and parent attitude towardeducation as they relate to pupil achievement will be reported in alater article. At appropriate intervals progress reports will be madeavailable to interested educators in the form of summaries, demon-strations, lectures, slides, movies, publications, workshops, and con-ferences. The complete report will be available in 1971.
As the sustained primary program enters the third year of theearth study, Las Cruces School administrators and teachers are
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already adjusting to curriculum changes growing out of the initial
phase of the study. A new proposal under Title VII will study the
effectiveness of team teaching using educational specialists with para=
professionals and parent volunteers in a dual language culture.

oriented instruction program.
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Needed Research in Language and Reading
Instruct onal Problems of Spanish

Speaking Children
CARL L. ROSEN

Georgia State University

PUPILS froth diverse Spanish-speaking backgrounds constitute thelargest linguistic minority in the United States. For example, thereare several million Mexican-Americans, mostly residing in five south-western states (59), whose children frequently experience seriousdifficulties in our unilingual, monocultural public schools (26).Various reports (44) of dropout rate and number of years of school-ing completed (05) by these children are more than suggestive ofthe need for a reappraisal of curl ent educational approaches throughlong ranged and carefully planned research and development.It should be clearly noted that the educational achievement ofthese children, as conditions exist today, is complicated by . .veraldynamically interacting factors (1, 10), which differ in varying mixesbased upon such influences as geogr ,iphica.1, regional, and familialfactors; individual differences; socioeconomic status; and relativeperiod of a fax-nil :'F entry to this country. Mentioned most often asprimary are the traumatic effects resulting from requiring thesechildren to discard their mother tongue and quickly, effectively, andefficiently develop a second language English -to commuricate andlearn with upon entering our schools (02, 47). In addition, it canbe noted that these children, all too often, find themselves in schoolenvironments wherein forced acculturation involving the arbitraryimposition of certain mythical and folksy monocultural Americanpatterns of values, mores and taboos is the rule of the day. Fre-quently, these children and their families are also mired in povertywith its economic, mental, physical, social, and personal concomitants(50-
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In spite of these critical and complex factors, instructional pro-
cedures for these children are standard, traditional fare supported
by biased and subjective opinions (2) and experiences of school de-
cision-makers and opinions and biases that are far removed from
objective and scientifically collected data, as well as from valid,
logical, insightful, and humanistic thinking (20). Current school
programs in various language areas, hence, reflect little, if any, specific
differentiation of method or materials keyed to the particular needs
of these children, particularly to their unique linguistic and cultural
backgrounds (54, 60).

While many instances of educational project funding have been
forthcoming in the so-called Great Society years, there has been a
consistent pattern of failure to build into such projects objective
methods of evaluation of the product, operationally, in terms of
short- and long- team educational goals. Indeed, the inclusion of ex-
perimental designs in various federally-funded educational projects
for Spanish speaking pupils for the scientific identification of perti-
nent, independent variables has been sadly lacking.

This paper is primarily concerned with research needed in the
areas of language and reading development as these areas relate to
pupils from Spanish speaking backgrounds; it is a general overview
of some recommended research in these related areas. Issues such as
these are complicated by the absence of clear and universally ac-
cepted definitions of the process, skills, abilities, or procedures in
teaching this quality referred to as "reading." The suggested research
discussed here need not necessarily be considered uniquely suited
for pupils of Spanish speaking backgrounds.

Norinativ_ DesDescriptive Studies of Proc es Required
for Reading

e are frequently advised that by age six children bring to
school a considerable degree of expertise in aural-oral language and
that this language facility is a reflection of children's subculture and
learning experiences outside of the school (9, 15, 57). This base of
language eventually should be studied and analyzed to the point of
serving as a critically important source of data for determining both
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latervention strategies for compensatory educational efforts or for
determining and developing innovative curriculum and materials
approaches, respectively (5).

It would, therefore, be appropriate to suggest the urgent need
for the collection of precise descriptive data on the language be-
havior of pupils from Spanish speaking homes. Information on
postulated differences in style and in level of linguistic functioning
in both Spanish and English should be explored by geographic
regions, socioeconomic levels and unique familial, local, and en-
vironmental influences (13, 22, 28, 35).

These language analyses should include phonological, morpho-
logical, and syntactical analyses, as well as analyses of vocabularies
in the referential and functional domains. One end should be the
more precise description 09, $0) of legional bilingual styles in both
English and Spanish, rather than the mass and undifferentiated
labeling of these children as "bilingual" without reference to the
realities and refinements of the meaning of this term on local and
individual linguistic bases. The techniques of contrastive linguistic
analysis (33) must also be applied in the study of linguistic func-
tioning between the two languages on regional bases to obtain more
precise data for decision-making, planning educational programs,
and experimental studies of the effects of programs of instruction
carefully tailored and suited to differing linguistic styles (41).

More basic research data appear to be, needed regarding the
status and d'Tvelopmental nature of conceptual behavior (29) in
various pop. pions of pupils whose growth is complicated by the
influence of two overlapping cultures and two interacting- languages.
In this context, descriptive studies of the development of cognitive
styles from the earlier sensory-motor, perceptual, preconceptual
phases to the more advanced logical, abstract, and symbolic phases
of development (M) in pupils, from Spanish speaking backgrounds
is needed for curriculum development purposes and for planning
learning sequences and intervention strategies.

In addition to the need for the collection of cognitive and
linguistic data, attention should also be directed toward gathering
pertinent information related to the various components of learn-
ing, such as set for learning, attention, concentration, reinforcement,
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and motivational factors (48). The influence of subcultural factors on
learning, as well as data regarding regional and familial perception
of schools and teachers, also requires study.

Re sear and Experimentation Within Cornpensa
Educational Programs

Certain cognitive and linguistic characteristics and conditions
can be reasoned from experience and experimental evidence to be
conducive to success in various language learning to d, among these
reading (12, 24). Which specific prelearning abilities and processes
are more important than others, in given stages of reading develop-
ment and for given sequences of specific skills.and abilities in reading
for pupils of Spanish speaking backgrounds, has yet to be fully ex-
plored (7). Indeed, this general problem has universal application.
However, far less information is available in this area pertaining to
pupils of Spanish speiaking backgrounds than for any other group.

Teasing out from constellations of abilities those particular
capabilities necessary for success in specific reading skill acquisition
as well as general reading development, therefore, appears to be a
primary research need, prior to the massive, undifferentiated in-
stitution of the typical preschool compensatory educational pro-
grams (although they might be reasoned to provide some hypothet-
ically diffuse and possible long-term positive effects that are not
being discounted here). Acquisition of information and data such
as has been here suggested, however, would have an important prac-
tical effect in at least two major ways. First, such knowledge would
contribute toward the development of a rhew type of preschool pro-
gram particularly geared for the effective and efficient preparation
of such children for specific language and reading programs awaiting
them upon school entranct. Secondly, such information should con-
tribute eventually toward the intelligent modification of school lan-
guage and reading programs to deal more realistically with, and
include experiences which account for, the preschool learniag dif-
ferences that children from these backgrounds bring with them to
schools.

chool compensatory pro -warns such as Head Start must be
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continuously assessed and scientifically studied to upgrade their ef-
fects on facilitating learning in such areas as language and reading.
A serious need exists for this continuous refining, sequencing, and
redirecting of learning experiences around these critically important
cognitive and linguistic variables, as well as rapidly changing school
curricula that in the future, hopefully, will be designed and awaiting
these children in first grade.

Identification of various highly relevant and critical abilities for
learning different sequences of language and reading skills can be
derived from carefully designed experimental preschool programs
and follow-up studies of the effects of such programs on subsequent
'earnings and behaviors. Studies of the effects of various types of
initial training (23, 25, 49), in such relevant capabilities, on sub-
sequent skill acquisition in language and reading areas would be
of great potential value in the education of culturally and linguis-
tically different children.

In short, which prerequisite processes to devQlori when, how,
for whom, and for what particular language and reading outcomes,
are questions that require intensive, coordinated, and planned scien-
tific exploration. Children from poverty backgrounds with somewhat
differing subcultural and linguistic styles have been shown to be
particularly vulnerable to maladroit and undifferentiated teaching
procedures based upon little objective understanding of their specific
needs,

Compensatory or remedial programs, particularly those in sec-
ond language and/or reading correction for pupils of Spanish speak-
ing backgrounds must increasingly move towards more research-
oriented approaches designed around seeking answers to fundamental
questions rather than in superficial trials and demonstrations of
electronic and mechanical equipment and in laboratories far re-
moved from naturalistic settings for language development, as well
as average gains in reading using questionable criterion measures
and data gathering tethniques. Variables musc be identified in such
programs which supply precise information as to what in specific
approaches is both effective and efficient for various types of pupils
in realizing significant changes in desired language and reading out-
comes (21).
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Problems in teaching English as a second language or develop-
mental oral-English programs involving such factors as differentiating
methodology (32, 38) based upon individual differences in initial
language styles (2%); the timing for the introduction of second lan-
guage learning (53 55); the development of newer, more creative
learning contexts (8, 36, 37); reenforcernent and feedback conditions
conducive to language learning, as well as psychocultural (34, 35, 51)
considerations in second language learning, all require much re-
search effort.

A basically different approach to diagnosis and remediation of
reading problems with the vast population of underachieving, under-
privileged children is overdue. The development and standardiza-
dons of improved and refined measuring instruments for diagnostic
evaluation and the streamlining of long, exhaustive, and frequently
rigid and imprecise diagnostic routines, as well as the development
of new materials, methods, and organizational procedures for
remedial activities for culturally and linguistically different pupils
are a critical need. In short, a fresh, more realistic research model
for underachieving pupils must be developed to generate a whole
range of operationally testable hypotheses in this area. The pos-
sibilities of applying such findings to experimentation with initial
instruction in reading for younger pupils have never been fully
realized in reading.

Research in. Curriculum Methods and Materials
Compensatory and remedial approaches have as an underlying

assumption the modification of the learner (in some fashion) to in-
crease the probability of success in given areas of learning. Modify-
ing the school in terms of changing curriculum and materials based
on child needs is not a particularly recent notion, although the
conception of somehow changing the school curriculum for those
children of Spanish speaking backgrounds -a group that apparently
has particular needs for some changes- is recent and in some regions
considered startling. Beginning reading programs designed specif-
ically for so-called bilingual pupils (52), language experience ap-
proaches (14), linguistically oriented conceptualizations applied to
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reading (4, 27), and bilingual-bicultural educational curricula and
schools have all been noted in the literature. Very little research is
available regarding the effects of such approaches on reading out-
comes for pupils of Spanish speaking backgrounds-

In all likelihood, the concept of bilingual-bicultural education
holds more promise and requires more immediate innovative re-
search activity than any of the approaches heretofore discussed (18,
/9). While this approach basically involves teaching the child from
a Spanish speaking background such subjects as reading (30, 31, 43)
in his first (or strongest) language and teaching him English (or an-
other language) second and in a slower, more carefully designed
manner, much more is involved (3, 5, 46, 50). Bicultural, biethnic
factors beCome part of the curriculum along with concurrent use of
two languages. Complex organizational issues are also involved (17).
Well- designed experimental programs based upon the carefully dif-
ferentiated linguistic and individual needs of pupils in given geo-

graphic regions with unique patterns of characteristics are required

(58).

Teaching Spanish, however, in an elementary school (to Spanish

or English speaking children) or introducing a section or two of
English as a second language is not bilingual education. Much con-
fusion, misunderstanding, and anxiety among both lay and profes-
sional people already exists. Therefore, a first step toward establish-
ing and developing research models for such.prograrns must involve
the defining of terms and goals. Experimental study of various
phases of bilingual educational approaches must follow this.

Further research activities should be directed around such
problems as the differential effects on various school learnings with
the mother tongue (Spanish) as the medium as compared to the na-
tional language (English), the timing, differential teaching, and in-
troduction of English; the effects of one-way (one group learning in
two languages) and two-way schools (two groups learning in their
own and each other's language); the materials, conditions, and
personnel, for bilingual educational approaches; and the influences
of unique regional, geographic, and environmental factors on the
forms and approaches to bilingual education.

Both within and outside the context of bilingual education,
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experimentation with previously mentioned curTiLulam modifica-
tions are necessary, for it can be reasoned that many innovative ap
proaches, such as modified language experience approaches or lin-
guistically oriented programs of reading instruction, hold potentially
valuable effects for specific pupils from Spanish speaking backgrounds
with different needs, Indeed, creative modification of standard basal
reading approaches should not be discounted altogether for many of
these pupils. Many of these approaches must be explored, and dimen-
sions within that succeed with specific pupils under particular con-
ditions must be isolated. Particularly important, however, is the
realization that language and reading instructional approaches for
different pupils of Spanish speaking backgrounds have been inade-
quately studied.

Conclusion
This paper has presented a general overview of some needed

research in language and reading development for pupils of Spanish
speaking backgrounds. Three major areas of research needs were
overviewed and briefly discussed: 1) normative and descriptive studies
of prelearning processes; 2) compensatory educational programs; and
3) research in curriculum and materials modifications. A relatively
consistent picture can be presented concerning current conditions
and activities within the scope of this paper.

I. The challenge of educating pupils of Spanish speaking back-
grounds has been with us, particularly in the Southwest, for a long
time. For other areas of the United States, Spanish speaking pupils
of differing ethnic backgrounds have been a relatively recent occur-
rence.

2. Educational opportunities for pupils with these unique back-
grounds have on the whole tended to be inadequate, m=i-ealistic,
and (although equivalent) far from the mythical American educa-
tional idea of "equal." In certain areas where the education of these
pupils can be dated back to periods prior to statehood, linguistic
and cultural imperialism still represent a significant barrier to real
progress or even cooperation.

3. Research and development activities focusing on pupils of
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Spanish speaking backgrounds, however, are in a strong upswing;
and projects are being planned, are under development, or under
field trial in many areas. Little national research coordination or
long-term planning, however, is evidenced, and a very small number
of decision-makers in the higher echelons of education are prepared
and trained for working either in research and development projects
or in public education with these pupils. Veil, few professionals
involved in such activities derive from Spanish speaking backgrounds
themselves.

4. Because little, if any, central coordinated planning of re-
search and development activities around a major schema of oper-
ations is apparent, it can be predicted that much piecemeal research
and development will result, that it will not only overlap with other
projects but also will be contradictory and, hence, misleading. The
experiences obtained from the years of uncoordinated research in
reading will probably characterize this area, unless national co-
ordinating leadership is demonstrated.

5. A framework for research activities presented in this paper
is only suggestive of the long ranged, sequential, and coordinated
kinds of research activities needed in this area, beginning with the
normative and descirptive and and leading toward the practical and
applied.
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BASIC ADULT EDUCATION

Literacy: A World Problem
WILLIAM D. SHELDON

Syracuse University

DURING the past thirty years I have spent bits and pieces of my
acade mia life probing and. dealing with aspects of the problem of
world literacy.

I first became aware of the fact that some grown men and
women in the community in which I lived could not read or write
during my principalship of a small elementary school in a mill town
in Central New York. It was a task of the local principal to ad-
minister literacy tests to those voters who did not possess an elemen-
tary school diploma. One night in the fall of 1938 four adults of
Lebanese background came to my home. The men asked me to give
their wives the current literacy test. I complied and found during
the testing that neither of the women could read or write in English.
Both women had children attending the elementary school, and both
were embarrassed to have revealed their illiteracy. I spent my early
mornings during the next' two yews teaching both women, willing
and able students, to read and to write.

My next experience with. illiterates was during any Army days.
I had many opportunities to help my buddies write to their families,
and I often read letters they had received. It was later estimated
tha t more than 600,000 G.LS were illiterate.

In the 22 .years I have spent directing .the .Syracuse University
Reading and Language Arts Center, -I have observed, diagnosed, and
occasionally treated normal boys and girls and adults who could
neither read nor write even though they attended schools in our
community.

During 1956 =1957 I spent a year developing text materials in
Phnom Penh, Cambodia. The principal problem of that tiny South
East Asian country was illiteracy. A national effort was being made
to give each Child an opportunity to read and write in Khmer. A
select group was also being taught to 'read, write, and speak in

291
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French. A very few were taught English. It was obvious that Cam-bodia would not develop as a modern nation with a viable economyuntil the Cambodian people became literate enough to be educatedin the technology of a modern society.
On my return from Cambodia I spent a brief period as a con-sultant to the Diebold Literacy Project. The major aim of thisproject was the development of programed materials through whichilliterate Negroes living in the deep South and in Harlem could betaught to read.
During the summer of 1965, Ralph Staiger and I toured theworld on the way to and from the annual meeting of WCOTF, heldthat year in Addis Ababa. We attended the subconkrence on worldliteracy and found that illiteracy was a major threat to the economicand political security of dozens of Asian and African nations. A lackof prop-am, money, materials, and methods impeded progress inbringing literacy to the villages, 'rural areas, and even the majorcities of countries representing one billion people.Another exposure to the problem of illiteracy occurred in 1967during a tour of Taiwan, Okinawa, and Hong Kong. The effortsin these three areas were random and only partially satisfactory. Avisit to the settlement schools in Hong Kong with their capacity tohandle less than ten percent of the illiterate refugee children whohad flooded into the city from China suggested a major problem inthis city clogged with a poverty-stricken population.My experiences, then, during these past years have been enoughto convince me that illiteracy is a major problem to mankind andone which can and must be eradicated in the next generation.

Who Is the Illiterate?
The UNESCO committee on the standardization of educationstatistics states that;

A person is literate when he has acquired the essential knowl-edges and skills which enable him to engage in all those ac-tivities in which literacy is required for effective functioning inhis group and community.
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For years in the state of New York the literate was one who
could read successfully material written in English for fourth grade
pupils_ Today the level has been raised to the sixth grade, and the
material can be written either in Spanish or English. In most of the
world the literate is one who has attended school for five years.

The Effect of Illiteracy

The illiterate has been described as a static, conservative, and
tradition-bound individual, usually a very poor but a very busy
person. Illiteracy is usually considered the chief barrier to personal
and national progress. The lowest annual per capita income occurs
in those countries with the highest rate of illiteracy.

We usually find that illiteracy is associated with the under-
production of everything except people. With it we find under-
nourishment, poor health and sanitation, the maldistribution of
affluence, and, often, dissatisfaction and ignorance. What can the
leaders of an illiterate country do to extricate their people from
this blight? Uganda, for example, having 80 to 90 percent of its adult
population illiterate and lacking schools for its children, has found
that its national wealth is not sufficient to cope with both the ir-
radication of illiteracy among adults and the prevention of illiteracy
of its youth. The Ugandans have asked these questions: Should we
start with children or adults? If we teach adults should we concen-
trate on males or females? It is said that if you teach a woman, you
teach a family. But what happens to the adult male in a society
where the female has the advantage of literacy? There is no easy
solution to national illiteracy. It is obvious that the have nations
must aid the have-not nations in the fight to eradicate illiteracy. The
poor nation does not have the resources to aid its own people.

Literate at the United States

The general public is always surprised to learn that illiteracy
is an important concern in the United States. Most individuals as-
sume that illiteracy has long since been eliminated in our nation. It
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is regrettable, but true, that illiteracy is still a major problem in
some parts of the United States; and, of course, illiteracy which
affects any part of our nation also affects the whole nation.

Illiteracy is unevenly divided among the various states. For ex-
ample, Washington and Oregon have less than 1 percent illiterates
in their total adult population. Louisiana, on the other hand, has
more than 6 percent. New York State estimates its illiterates to
number 800,000 or more.

According to the 1960 United States census, 8,300,000 adults, 25
years or older, had received is than five years of schooling, which
by some standards would suggest that they were illiterate. Also in the
United States some 23,000,000 adults, 25 years =or over, have had
less than eight years of schooling. One might well ask, "Who are
these illiterates, semiilliterates, or undereducated?" They are found
among older persons, white and nonwhite, 65 years old or more.
They are found on farms in all parts of the nation. They are often
rural refugees now living in cities. They are also migrant farm
workers. It is estimated that illiteracy costs our nation more than
$825,000,000 annuallyspent on welfare, illness, and underpi oduc-
tion. The cost in the loss of human dignity cannot be estimated.

One of the saddest notes in modern America is the one related
to high school dropouts. As many as 500,000 adolescents drop out
of school every year mainly for reasons of illiteracy and poverty. If
an individual in any community wants to make a rough estimate of
the number of actual or potential illiterates present in the com-
munity, he can note the number of high school dropouts, the number
of persons older than 65, those with low incomes, and any recent
rural migrants, white or black. Also added to these are French and
Spanish speaking males.

It is felt by sociologists that the illiterate is an easy victim of
the propaganda which issues from the mass media of radio, television,
the movies, or mass meetings. They are easily influenced by foreign
philosophies and are often gullible prey to swindlers and false
leaders. We can gauge the possibility of riots in our cities by the
percentage of illiterate and semiliterate males, white and black,
clustered in our cities.
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The 1)rchlem in the Western. Hemisphere

Our neighbors also suffer from the problem of illiteracy.
Canada's problem is similar to but not quite so chronic as our own.
It is probable that 3 to 4 percent of the national population can be
classified as illiterates.

Illiteracy is a major issue = in Central and South America. In
Central America illiteracy plagues 40 percent of the thirty million
adults. Mexico has led the way in Latin America in attempting to
solve the illiteracy problem. Mexico has launched a nationwide
television campaign aimed at developing five million literate adults.
In South America, of 67 million adults, almost half are estimated to
be illiterate.

In Brazil, not more than one half the population over five years
of age is literate. In various other Latin American countries, illiteracy
has actually increased during the past decade in spite of heroic in-
ternal and external efforts to combat it The increase is due to the
population explosion, lack of budget, and a lack of teachers.

Illiteracy in the World

For the first time in the history of man, a worldwide agency,
UNEseo, is dedicated to solving world illiteracy. In 1960, as nearly
as it could be estimated, more than 700 million adults and adolescents
could not read or write in their own spoken language.

The most significant areas of illiteracy are Africa, Asia, and
Latin America. In India, Pakistan, Indonesia, and Vietnam, 80 per-
cent of the entire population or 560,000,000 people are virtually
illiterate. In Afghanistan, Saudi Arabia, French West Africa, and
Ethiopia, 95-99 percent of adults are illiterate. In Liberia, with
600,000 persons over 15 years of age, 25,000 have had schooling
above the third grade level.

During my aforementioned visit to Ethiopia, I listened while
leaders from African and Asian countries discussed the issue of i
literacy and how they could best solve the problem with their slender
resources. They raised such questiop§ as these:
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1 Should they tackle adult literacy or concentrate on primary
education?

2. Should they attempt quality or quantity education?
Should they adopt approaches to literacy successful in other
countries or develop their own approaches based on unique
customs, language, and rational goals?

As far as the world problem is concerned, it seem obvious that
funds from external sources, such as UNESCO or the have nations, must
be spent to eradicate adult illiteracy and provide simultaneously for
primary education.

In 1965 UNESCO developed five pilot literacy programs in Ecua-
dor, Iran, Algeria, Tanzania, and Pakistan. In Ecuador, a three.cycle
plan was instituted involving basic literacy etlucation, raising adults
to a third grade level, and then raising certain adults to a sixth
grade level. The effort will be very broad at the basic level and
gradually reduce in scope as adults demonstrate their ability to
learn.

UNESCO has met with major problems in its initial efforts:
I) There is a lack of a trained teacher corps; 2) it seems unable to
reach the most needy; 3) many of the students are migrants and
drop out as they move on to their next work area; and 4) curriculum
for illiterates needs development.

As far as the problem in the United States is concerned, it is
obvious that we have not taken a proper view of the issue and have
made little attempt to solve growing illiteracy on either a local or
nationwide level. An example of our lack of focus is found in the
fact that of the 15,200 school systems in the United States only 4,840
have adult education programs, and of these only 160 tackle basic il-
literacy. We do have excellent examples of communities, such as
Dallas, Memphis, New Orleans, Philadelphia, and sections of North-
ern Alabama, where massive community efforts are gradually reduc-
ing illiteracy significantly. Some companies, such as Shell Oil and.
Yellow Cab, are hiring and training illiterates.

It is thought that commercial companies provide the best means
of approaching illiterate adults and teaching them to read and write
while employed. Kodak and Xerox Companies are examples of two
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Amerman organizations which are now attempting to employ and
teach illiterates. The number of companies presently involved are
too few to produce a significant effect. It is obvious, however, that
companies will have to participate in eradicating both poverty and
illite'racy if our cities are to be secure from massive rioting and
accompanying destruction and death.

For the future we must keep in mind that almost 25 percent of
the world's adults are illiterate. We must also note that pockets of
hate and destruction in the world are found in areas where poverty,
ignorance, and illiteracy abound and that the most sensitive political
areas of the world, Africa, Asia, and Latin America, have rates of
illiteracy as high as 90 percent in some of their countries.

We know that economic and social success is related to literacy
and that war and other disasters are related to illiteracy. We must
put our ingenuity and money to work on local, national, and inter-
national levels, utilizing every possible agency to eliminate illiteracy.
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oNE of the differences often mentioned between children and adults
who are learning to read is the fact that adults are so much more
experienced in listening to the language. By implication, their more
extensive histories as listeners should influence the rate at whichthey learn to read, or, at least, should somehow alter the process in
some discernible way. To say this is to state the obvious, of course,
perhaps even to indulge in trivia and, yet, the statement very nearly
exhausts our understanding of how adults integrate their knowledge
of the language gained primarily through listening with their newly
acquired knowledge of language in its written form.

The ability to compare information across sensory modalities
is very likely to be a critical factor, and several investigators have
been studying the way children match visual and auditory informa-
tion. Among their findings is evidence that a developmental trend
exists, with children reaching a plateau in their ability to integrate
auditory and visual information at about nine or ten years of age (2).
They have also demonstrated that among school age children it is
possible to differentiate normal from slow readers of comparable
intelligence on the basis of their accuracy in comparing nonverbal
stimulus patterns across sensory modalities (1).

In this study, an exploratory attempt was made to investigate
cross-modality matching among beginning adult readers, within the
quite limited context of word recognition skills. The specific aim of

We acknowledge the cooperation and support of Louis Schulz andNicholas Marzych of the Mott Adult Education Program, Flint, Michigan, inorganizing the study and the help of Michael Hughes in collecting the data
29$
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the study was to assess the possibility that a deficit in cross-modality
matching might be potentially useful as a diagnostic and predictive
indicator of the rate at which adults learn to read.

The subjects in this study were 178 adults enrolled in basic
reading classes offered by the public schools in Flint, Michigan. Most
were women between 30 and 55 years of age, and the group was
about evenly divided between white and Negro. All had less than
a gxade school education. Prior to the collection of data on cross-
modality word recognition, all students were given the Adult Basic
Reading-Inventory, and the mean score for the entire group was 99.

The word recognition task itself involved the comparison of
words under four conditions and required two types of judgment on
the part of the subject.

The four conditions were the auditory-auditory match, the
auditory-visual match, the visual-auditory match, and the visual-
visual match.

The auditory-auditory match, or the auditory recognition of a
word the subject had heard a moment before, was by far the easiest
of the four conditions. The subject heard a word pronounced and
then, following a two-second interval, he heard another word. The
subject decided whether the two words were identical and circled
either the response "same" or "different" printed on his answer
sheet. This same-or-different judgment we have called the single-
stimulus type. Another version of the auditory-auditory match pre-
sented the listener with a stimulus word such as "chair" and then
after a brief interval, two words in successionfor example, "stair

. . chair." His task was to decide which of the two, the first or the
second, was the same as "chair," and circle either the "one" or "two"
on his answer sheet. This judgment was designated the "pair com-
parison" type. These two types of judgment were required for items
under each of the four conditions.

The second condition was the auditory-visual matchthe visual
recognition of a word previously heard.

The third condition was the visual-auditory matchthe auditory
recognition of a word previously seen.

And the fourth Condition was the visual-visual match the
visual recognition of a word previously seen.
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There were 160 items constructed altogether, 40 for each of the
four conditions, 20 requiring one type of response and 20 requiring
the other type. These design details are summarized in Table 1. The
order in which subjects were exposed to the four conditions was
uniform, and followed the sequence listed in the table.

TABLE I
CLA SSIFICATION OF VARIA.sL U

Single Stimulus
(ss)

Pair Comparison
(pc)

Auditory-Auditory (AA)
Auditory-Visual (Av)
Visual-Auditory (VA)
Visual-Visual lvv

20 items
20
20
20

20 items
20
20
20

In constructing the items, all words were selected from func-
tional word lists for adults and from frequency listings compiled
from transcripts of spontaneous spoken language. In order to reduce
and control some of the cues which are utilized in word recognition,
the words used in any particular item varied only in their initial let-
ters. The terminal sequences of letters were identical. This control
on the complexity of the recognition task was prompted by the fact
that the initial letteri of a word tend to carry the most information
(3)-

. Subjects were exposed to instructions.. and test items in a co-
ordinated tape-slide ...presentation. Items followed one _another in
rapid succession with about three_ Seconds allowed for each response.

In analyzing the data, the subjects Were assigned to two groups
on the basis of their performance' on the .Adult -Basic. Reading Inven-
tory .-The two consisted -of subjects' scoring .aboVe and below
the group mean. We next compared the profiles of the four word
recognition tasks. for the two groups. In Figure 1,- the --profiles are
graphic-ally -presented for ithe' high -and .lbw- scoring groups. It is _im-
mediately apparent that the profiles are not similar in their patterns.
We cannot describe.-adequately the-performance 'of the below-mean
group as being simply loWer than that' of the above-mean group. It
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is, of course; but even if the profiles were superimposed, they would
remain very dissimilar. The difference in the shape of the two profiles
is statistically significant. It is also apparent from Figure 1 that the
word recognition task which was most sensitive in separating the
two groups was the visual-auditory mode the auditory recognition
of a word which had been previously presented visually.

These results encouraged us to consider the possibility that poor
performance in the visual auditory matching of words might be

Number
of

Correct
Recognition
Responses

AA

AbOVC-mean, ALIRL

a
VV AV VA

Recognition Task

Below -mean, Abat

FIGURE I. Profiles of scores on the four recognition tasks for two groups of sub-
jects, differentiated on the basis of their performance on the Adult Basic Reading
Inventory War
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related to poor performance in learntng to read. A demonstrationthat this specific ability was predictive of reading level at some futuretime would provide stronger evidence that cross-modality coin-parisons play an important role in learning to read.For this reason we retested some of the subjects who were stillattending classes five months later. For various administrative rea-sons, we were able to include only 40 of the original 178 studentsin the follow up. Fortunately, for our study, the proportion ofstudents unavailable for retesting was about the same for the originalhigh and low groups (31 and 34 percents, respectively). So there waslittle systematic bias introduced into our sample.Using as our dependent variable the scores on the Adult BasicReading Inventory collected the second time it was given and usingas our independent variables the scores on each of the four wordrecOgnition tasks, we did a stepwise multiple regression analysis. Asmight be expected, the four recognition tasks, taken together, werequite good predictors of performance on the achievement test. Themultiple comlation coefficient was .81.But the order in which the four tasks were entered into theregression formula was especially interesting. The visual.auditorymatching task was the best predictor of the four, accounting itselffor nearly 60 percent of the total predicted variance.There was a suspicion, however, that the relationship betweenthe visual= auditory task and the reading scores depended upon whetherthe subject was a superior or poor reader, defined in terms of thisgroup. Thus, we further divided the group of 31 into two subgroups,on the basis of scores on the second administration of the Readinginventory, and recalculated the multiple correlations. We found thatfor subjects whose achievement test scores fell below the group mean,that visual-auditory matching was still the best predictor. But for thesubjects above the mean, the visual-visual task was bestthe visualrecognition of a word previously seen. In contrast, the visual-auditorytask was relatively unimportant. In Figure 2, we have plotted thepercent of total variance for which the two recognition tasks ac-counted, and have placed the high and low groups side by side forcomparison. We can see that the two tasks almost reverse roles aspredictors of reading achievement, depending on the level of achieve-
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tent. For the below-mean group, the visual-auditory task accounts
for 73 percent of the predicted variance in reading achievement
scores, while the visual-visual task accounts for only 15 percent On
the other hand, visual-visual matching accounts for 67 percent of
the variance for the above-mean group, while visual-auditory match-
ing accounts for only 18 percent. It .1i significant that the two tasks
are rather highly correlated (r = .84) for the above-mean group but
much less so for the below-mean group (r = 4). These results sug-

Predicted
Variance

50

ON.

T
I

1
I

I

I

I

I

I

I

I

I

I

I

VA

Below -mean group. AM
"" Above-mean group, AM

FIGURE 2. Relative contributions which performance on the VA and vv tasks
made toward predicting Ss' reading levels after five months of classroom instruc-
tion. Groups were established on basis of ABRI scores at end of instruction.
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gest that the ability to match words across sensory modalities,especially in making auditory comparisons with words previouslyseen, is an important factor in learning to read at lower levels ofproficiency. But it is a less important factor at higher levels ofproficiency, where the ability to make visual comparisons of wordsappears to be more critical.
Further support for our interpretation that the listening com-ponent in reading is differentiated from the visual component wasprovided when we examined the relationships among the recog-nition tasks. To graphically depict these complex relationships, weconstructed a circumplex, which is found in Figure 3. A circumplexis a circular rank-ordering of tasks, so arranged thattracing aroundthe circumferencecontiguous tasks are most highly correlated, whiletests on the opposite side show the lowest correlations. In a cor-relation matrix which exhibits a circular rank order, the correlationsare largest next to the principal diagonal, which runs from the upperleft to lower right hand corner. Moving away from the diagonal

entry, the correlations first decrease and then begin to increase in aconsistent way. This systematic descending-ascending pattern is ob-served in both the rows and the columns of the matrix. The cir-cumplex in Figure 8 shows that all three tasks with an auditorycomponent are linked together. That is, the auditory-auditory,
auditory-visual, and visual-auditory matching tasks can be rank or-dered in a consistent circular fashion. Note also that the two typesof responses also fit into the pattern: the single stimulus comparisonsall occupy adjacent positions around the circumplex, as do the paircomparison responses.

We believe that it is meaningful that the visual-visual task couldnot be integrated into the circumplex. It could not be made to fitthe pattern, a fact which suggests that visual matching may not in-volve any mediating auditory component. Visual matching may bea separate skill which influences the rate of learning in readers at arelatively advanced stage but which at an earlier stage is of secondaryimportance. It is at the earlier stage where the ability to make com-parisons across sensory modes plays a central role, especially skill inthe auditory recognition of words which had been visually presented.This is the skill which may. permit the learner to integrate his new
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AA.SS

CIRCUMPLEX MATRix.

AVSS

TEST AA AVSS VASS VAPC ILAAJC

AA SS 1.000 0.490 0.469 0.478 0.518
AVSS 0.490 1.000 0.638 0.572 0.403
VASE 0.469 0.638 1.000 0.637 0.468
VAPC 0.478 0.572 0.637 1.000 0.691
AAPC 0.518 0.403. 0.468 0.691 1.000

FIGURE 3. A circumplex slowing the relationship among various recognition
tasks,

knowledge about visual forms with his existing knowledge of the
spoken language, gained through years of listening.
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Reading Instruction-for Basic Adult Literacy

NORMA. JEAN BAILEY
Danville Junior College

rr is rather unusual to find a junior college that has an adult con-tinuing education center with a basic education and vocational pro-gram, a high school equivalency program, and the customary short-term vocational and avocational adult programs; yet, this is the kindof center to be found at Danville junior College in Danville, Illinois.This center should not be so unusual, for the junior college seemsthe proper place for adults to attend school. The college surround-ings provide the adult with a measure of prestige which is lackingwhen he must return to a common school setting to resume hiseducation.

Informal Testing Used to Place Students in Classes
In the fall, prospective students are interviewed by counselorsbefore school begins. From conversation, the type of answers givento questions, the amount of assistance needed to fill out the applica-tion forms, and the use of the Harris Graded Word List and theInformal Textbook Test contained in the Curriculum Guide toBasic Education, Intermediate Level (a publication of the UnitedStates Office of Education), the counselors determine the levels wherethe students should begin. Students are informed that their classesmay be only temporary until the teachers decide whether placementsare correct. After one week the teachers and counselors meet to dis-cuss any schedule changes which need to be made. The decisionsrest on the students' needs in mathematics and reading: if the dif-ferences are great in these two areas, mathematics ability takespriority. It is felt that group instruction is more essential in math-ematics, and that wide ranges of individual differences can be handledmore easily in the reading classes.

806
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Five, fifty-minute classes are held daily, Monday through Friday,
and additional classes are held on Tuesday and Thursday evenings
from 7:00 te5' 9:00 P. A4. At the introductory level, which is comparable
to first throuh third grades, classes are taught in self-contained
classrooms while the intermediate and high school equivalency level
classes are taught in departmental situations. At the intermediate
level, day students are scheduled for reading on Monday, Wednesday,
and Friday; and the high school equivalency students meet on Tues-
day and Thursday for reading.

Students may enroll in classes at any time during the year.
Counselors take those students who enroll after the first week of
school on a tour of the center, and they are introduced. to their
teachers. In this way -an attempt is made to make new pupils feel
relaxed and welcome.

Formal Testing

In order to have a record of the overall success of the program
and for an initial appraisal of the students' strengths and weaknesses,
tests are given to students at the intermediate and higher levels
during the first week of entry. The Nelson-Reading Test, grades
three through nine, and the Nelson-Denny Reading Test, grade
nine through adult, are used in reading classes. The particular test
given is deteiruined by the scores of the informal tests given by the
counselors. Formal testing is not recommended for adults on the
initial contact, because enrolling in school is sometimes a frighten-
ing experience. Making the new student self-conscious or apprehen-
sive by being greeted with a battery of tests might cause him to not
return to school, for he may remember school as being along series
of failures on tests.

Testing situations are always handled with care. The staff does
everything possible to make the student feel comfortable and at ease.
Teachers are careful to point out to the students that they no longer
have to consider tests as threats since they will not pass or fail on the
basis of their test scores. They are told that the rests are used to help
decide which materials will be best for them to use. Directions are
given and are repeated patiently as often as necessary so that the
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students are certain of what they are to do. While it is impossible torelieve all anxiety of students, testing usually does not prove to be athreat to them.

Nongraded Structure of Program
A decision may be made at any of the monthly staff meetings tomove a student from one level to another although most of thesechanges are made following the G.E.D. (high school equivalency)

exams which are given three times each year. At these times students
who are capable enter the special o.E.n. classes which are held priorto each of the examination dates.

Whenever it is possible, students from the introductory level goto one of the higher level classes for those subjects in which theyhave the ability to do more difficult work; yet, they still remain in
the security of the self-contained classroom for those subjects in
which they still need much individual attention.

Individualized Instruction

From the description of the program, it must be obvious that
the key for teaching adults at the center is individualized instruc-
tion, which is both an effective and a necessary method in adult
education. With such wide ranges in age, social and educational ex-perience, and ability, a plan designed to fit the individual brings
the most satisfying results. Individualized instruction also permits
enrollment of students at any time during the year. It works well in
combating instructional problems caused by the irregular attendance
resulting from adult responsibilities. Teaching a lesson to an entire
class is not often possible because it is seldom that all students in a
class are present at one time. Certain basic lessons may be reser ved
for group instruction at times when most of the class is present.Since the teacher cannot keep repeating a lesson for those who were
absent when the lesson was presented, individualized instruction
minimizes the absentee problem. Each member of the class can work
on a different lesson, and each can progress at his own rate. Thus,
the mother who has been absent six weeks because one by one her
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children came down with the chicken pox can resume her studies
without feeling that she is behind the class. The teacher simply con-
sults the records of the student's progress, and the student resumes
her studies.

Special Problems in Teaching Adults

Poor attendance is not the only problem instructors face in
teaching adults. Most of the instructors at the center have attended
institutes in adult education, and inservice workshops are held at the
center. Although most of the instructors hold master's degrees, none
are in adult education; for the .field is so new there have been few
opportunities even to take courses in adult education. The center
has a professional library and -the publications Swap Shop and Tech-
niques, of the National Association for Public School Adult Educa-
tion, and the magazines .Adult Leaders ip and Adult Education,
published by the Adult Education Association, provide much useful
information on teaching adults.

The first problem the teacher encounters with the adult student
has already been mentioned namely, the fears- that he may have
about attending school. It may have taken much courage for him to
even enter the building the first day. With patience and under-
standing these fears can be lessened. The teacher wh admits to the
students that he doesn't know the answers to every question, but
can help the students find the answers, makes the student feel More
confident. There should be an inforinal atmosphere in the classroom.
Many times discussions are- held as to why students didn't finish
school when they were younger When the people find that -others
have reasons similar to theirs and that the teacher accepts and

ds
under-,

stan these reasons, theSe adults are not so self -conscious- about .the
fact that they do not have -. an education.- Such seemingly .ridiculons
reasonsat least from a teacher's point of viewas -being called a
"sissy" or accused of "putting on airs" by Members of his peer group
haVe caused good students. to do pdor work. and :finally. drop out of
school...

Teachers must show genuine interest in the students and their
problems. A card file with -students' addresses is kept at the center
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so that teachers can call or write the student who has been absent
several days tc let him know he is missed.

The teacher must' keep in mind both the basic principles of
learning and the special problems connected with teaching adults.
The adult learner must see quick results in his learning; the ma-
terials must be meaningful, and each lesson should have a goal that
the student can obtain. He must be provided plenty of practice ma-
terialS, and a variety of materials and techniques must be used in
order that each student can have experiences which appeal to him.
Adults are motivated to learn or they wouldn't be in school, but the
teacher must praise their efforts so that they remain motivated. They
must be encouraged to contribute to the class;- for although they
may not be able to read or write, they have a background of knowl-
edge gained- from their- experiences. They need many chances to
feel successful in their classroom environment. The following is a
list of the special problems of adult learners not similar to problems
of child learners:

Adults are tired after working or caring for a family
Adults can learn as well as young children, but the learning
may take longer
Adults are eager to learn and are sometimes impatient when
they do not seem to progress as rapidly as they wish
Adults must see some relationship of the lessons to their needs
in raising a family and in their vocations
Adults have more sight and hearing difficulties than children
Adults have little time for homework

These special problems must be kept in mind when teaching and
when choosing materials to be used.

Choosing Materials

There should be as much variety in materials and equipment
as the budget will permit in adult education. In selecting or prepar-
ing materis, the following point should be considered:

1. Materials should be appropriate for the kinds of students
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to be taught. Are they farmers? migrant orkers? or factory
workers?

2. Lessons must provide practice for varying abilities.
3 Materials and activities should be about familiar and in-

teresting subjects.
4. Materials, even at the beginning levels, should have vocab-

ularies suitable for adults.
5. Beginning materials should have short sentences, and large

type and double spacing should be used.
6. Readability levels of materials should be checked.
7. Each lesson should teach one or two concepts which the

student can master so that he can feel successful.
8. Lessons should be in sequential and logical order.
9. Lessons should be presented so that the students can go

ahead by themselves much of the time.
10. Some materials should pertain to life situations, such as

homemaking, vocational opportunities, citizenship rights
and duties, and recreational reading.

These underlying principles guide the instructors in the center as
they work with the students and as they choose materials to use with
each student.

Objectives for Teaching Reading

During the first year the center opened, the following list of
objectives was devised by the teachers:

L Teach reading as a developmental process
2. Determine and provide reading readiness experiences
3 Develop verbal concepts and word recognition
4 Develop the ability to communicate ideas and information
5. Develop comprehension of ideas that words represent
6. Develop the ability to comprehend and read for informa-

tion
7. Develop critical thinking and constructive discussion
8. Encourage application of reading abilities in solving daily

problems
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9 Develop study skills and habits
10. Instill a desire for worthwhile recreational reading

Tearhing on the Introductory Level
As is true at all the levels, a variety of approaches is used in find-

ing the best way to teach each student at the introductory level. The
Gray Oral Reading Paragraphs are used to determine the functional
level of each student. Students are taught the alphabet if they do not
already know it. Much time is spent in discussions before reading
instruction is begun because many students do not talk in complete
sentences when starting school and it is necessary for them to build
a verbal background. Using articles in the newspaper, News for You,
Edition A (Laubach Literacy); subjects which relate to their daily
lives; historical events; and information about the workings of
government provide topics for conversations which are of interest
to adults.

Many times discussions about the different meanings of the
same word result in amusing incidents. One day a class was using the
word change in sentences. Such examples as change a tire, change
clothes, and making change had been used when one lady came up
with change the baby. A lady who happened to be a foreign student
got very excited and exclaimed, "Oh, no! You couldn't do that!"

Teachers find that adults have to overcome language difulties,
such as adding 'is" to words where none is needed and dropping the"s' there should be one However, adults do seem to acquire
a larger sight vocabulary more quickly than children do because
adults have a larger experience with the spoken word; therefore,
reading instruction is beeg-un with the sight approach.

Most of the time experience charts are not used with the entire
group because there are seldom two students at the same level; thus,
the teacher works with the individual on experience stories which
the student writes and then reads with the teacher's help. Writing
the words reinforces the learning. Replicas of signs which the
students see in everyday surroundings are displayed so that the
students may learn to read them. The techniques that are used to
teach reading to children, such as matching words, pointing out
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similarities and differences, and rhyming, may be used with adults.
The challenge for the teacher is do these things on an adult level.
The goal is for the students to find that reading is pleasurable; the
instructor must find the best method for teaching the students to
read and to enjoy reading.

Some of the materials used can be found in any primary grade
classroom. The Dolch Basic Sight Words cards and s Reading
Laboratory are used The Garrard Press Discovery Books series, and
the Harr Wagner biographies and Deep Sea Adventure series are on
the bookshelves. But there are many materials which were prepared
especially for adults. One series which provides continuity in a sight
picture approach is the Steck-Vaughn texts Working with Words,
Working with Word Patterns, and Building Word Power. From
Words to Stories and Oper---tion Alphabet are also good to use with
the sight method. Steck-Vaughn, Noble and Noble, the Allied Educa-
tion Council, publisher of the Mott Basic Language Skills Program,
are pioneers in the publication of adult materials. Flashcards, either
teacher-made or those accompanying the texts, are used for practice
also.

The Language Master has been found to be a valuable tool in
teaching word recognition, improvement of vocabularies, pronunci-
ation of words, and improvement of speech. It is particularly useful
in helping foreign students learn English. This machine uses cards
similar to data processing cards. On some cards there are a picture
and the word naming the object. On other cards are printed sen-
tences, or phrases, and some cards are blank for teacher-made ma-
terial. At the bottom of the card is a strip of recording tape on
which an instructor pronounces the words. The student records his
own pronunciation of the words, and then he can listen to both the
instructor and himself and compare the pronunciations.

When students have acquired a good sight reading vocabulary,
phonics instruction may be introduced. However, if the instructor
finds a student who has difficulty with this approach, he is not pushed.
The M. W. Sullivan materials are used for supplementary work and
phonic drills; and as the students progress, the Mott materials,
which are based on phonics, are sometimes used When the student
can read independently, S.R.A. materials are started; Each student is
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allowed to work with the materials which seem best suited to his
needs and abilities. Actually, on all levels, every lesson is a reading
lesson whether it is in mathematics, English, history, or science. The
class may read an easy story about Columbus which may lead the
better reader to some in-depth reading in the encyclopedia.

Many ways are used to check the progress of the students. In
addition to teacher evaluations, many of the texts have progress
tests. The Dolch Basic Sight Word Test is used, and the Adult Basic
Learning Examination one of the few tests designed especially for
adults, is used occasionally.

Teaching on the Intermediate Level and Above

At the intermediate and higher levels, students are divided into
five groups. Level I is comparable to grade four; Level II, grades
five and six; Level III, grades seven and eight; Level IV, grade nine
and up; and the G.E.D. level. At the G.E.D. level, students concentrate
on literature appreciation. Since these students are not considered a
part of the basic literacy program, their work will not be mentioned
again. Students in the other four levels spend approximately nine
weeks in the reading laboratory and nine weeks in a classroom
situation, in keeping with a suggestion found in a study by Mayhew
and. Weaver which dealt with four different methods of teaching
reading. It was noted that by concentrating on a textbook approach
for several weeks and then using mechanical devices for several
weeks, students were easier to motivate although they did not make
any greater gains than the other two groups which also showed im-
provement. Since motivating the adult student is important, this
scheduling has been used. The longer periods of time in either the
lab or the classroom also limit the amount of confusion for students
as to which room they are supposed to be in for reading class.

At Levels I and II, the Mutt materials provide an integration
of reading, spelling, and English skills. Each skill reinforces the
other; much written practice is provided, and the stories can be
used to stimulate discussions about problems pertaining to everyday
life. A review of phonic and structural elements and dictionary prac-
tices are inducted. For schools with low budgets, or with inexpe-
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rienced teachers, these materials offer a good start in adult education.
Edition B of News for You is also available for these students. This
edition seems better fitted to the students than Edition A at the
introductory level. The teachers at that level feel that a simpler
edition is needed for beginning students.

At Levels I and II, SRA laboratories lib and Ma are used. Al-
though not written for adults, the tone of the language usedeven
on the lower levelsis suitable; and the stories are interesting to
adults. After reading the stories which would be helpful to the
students in their science or history classes, the students may choose
the stories they wish to read. The instructor checks every fifth lesson
with the student. If the scores on this lesson and the preceding
lessons are good, the student is allowed to move up a level. While
checking these lessons periodically, the teacher has a chance to have
the student read orally, and any problems the student seems to have
can be discussed. This periodic checking discourages cheating; for
no matter how often the teacher tries to convince students that they
won't be considered "dumb" for making mistakes, there are always
those students who feel that they must have correct answers even if
they have to cheat to get them. It is very difficult to convince some
students that they can learn from correcting their mistakes. .

Many educators fear using programed materials because of the
fear that students will cheat. However, studies have shown that a
student who follows the procedures with programed materials will
learn from the experience of working with the materials even if he
copies the answers in the final step. Most adults who cheat when they
first begin attending classes do so because they are unsure of their
ability, but they soon learn to play the game according to the rules
when discovering no one is threatened by failing grades since no
grades are given. Those who continue to cheat discover that when
it comes time for any summary tests, they cannot do the work they
are supposed to know how to do.

It is important that students understand the reasons for the
teacher's conducting this "do-it-yourself" kind of school. Students
must be convinced that they are capable of carrying on their work
alone, and that in the long run this knowledge teaches them to.be
independent. They also can understand the attendance problem and
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can see it is to their advantage not to have to wait for the rest of the
class. They need to recognize the teacher is there more to help them
than to tell them what to do, but they must not feel self-conscious
about having to ask for help. The teacher can occasionally make
statements, such as "I'm here to help you," and "Don't be afraid to
as me for help." It is also a good idea to walk around the room,
stopping by each student to ask, "Do you need any help?"

The tachistoscope and the Language Master can be used at these
levels also. The Language Master is used in the same ways as at the
introductory level. The tachistoscope is used to increase "seeing"
skills, that is, for rapid recognition and interpretation of symbols;
to teach and extend sight vocabularies; and to teach structural and
phonic analysis. The teacher must watch for signs of anxiety which
may indicate the adults are being pushed too hard, and the length of
drill time must be judged accordingly.

At Levels HI and IV, the basic materials used are SRA labora-
tories Ma and IVa and the educational Reader's Digest, in addition
to the materials available in the reading laboratory. Mott materials
are used as supplementary materials at this level, and a library of
approximately three hundred paperback books is on hand in the
reading laboratory and in the classroom. Students in Levels I and II
may use these library books also. EDL Reading 300 Library B and
Stec - Vaughn soft cover adult library books make up the bulk of the
materials in this library.

The reading laboratory is equipped with fifteen carrels, each
wired with individual headphones for listening to any of three taped
lessions which may be played simullaneously. Each carrel also con-
tains a Controlled Reader, Jr. (EDL) for reading rate training. In
addition five skimmers (EDI) for skimming and scanning practice
are in the laboratory. These are used when a student is reading at
about ninth grade level, at the rate of 450 words per minute.

Before the students begin to work with the Controlled Readers,
they are given the sRA Reading for Understanding placement test.
Most students can get the first fifty answers correctly; therefore, an
adequate judgment of starting levels can be found by starting with
item fifty-one of the test. These materials offer practice in reading
paragraphs for comprehension rather than practice with basic read-
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ing skills, such as word attack skills Or reading to find the answers
tci questions, Since it is not necessary to complete this work in one
session, the materials are useful in the reading laboratory. It is dif-
ficult for an instructor to start a class on the Controlled Reader
because Individual instruction is needed to. be certain that the stu-
dents know how to use the machines. The Reading for Understand-
ing materials can be used by the students until the instructor can
teach each of them to use the Controlled Reader. After everyone has
learned to use the Controlled Readers, the students do a Controlled
Reader lesson first and then spend the remainder of the laboratory
session using Reading for Understanding.

To determine the starting level of each student on the Con-
trolled Reader materials, the sit reading laboratory scores and the
Reading for Understanding scores are used. The Word Clues tests
(L) work well also for placement in rate training materials; the
levels range from fourth to fourteenth grade. Each student uses a
workbook containing stories which are previewed, along with a
study of new words introduced in the story. Next, a filmstrip with
the complete story on it is read. The student then answers ten com-
prehension questions about the story. A record is kept of speeds and
comprehension scores on each story. Except for the answer sheets,
the materials are used nonconsummably.

Most students start reading at a speed of 180 words per minute
on the Controlled Readers. It seems that 120 words per minute is
too slow for most of the students, and they get restless and do not
concentrate as well on the stories. A student keeps increasing his
speed as long as his comprehension scores are above 80 percent.
Below this level the rate is kept the same. Occasionally, when a stu-
dent continues to do poorly at a slow speed, the rate is increased to
see if the first speed was too slow. Most of the time, however, con-
tinuing low comprehension scores indicate the material is too dif-
ficult for the student.

After every five lessons, Reading Efficiency Checks EDL are
given. These tests are on the same levels as the filmstrip stories, and
the student is timed while reading from a regular workbook. These
materials are used to try to help the student transfer increases in rate
to a normal reading situation. Most adults are sure that they cannot
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read any faster than they do. So often the statement is heard, "I
can't understand anything unless I read it over two or three times."
One student who for Many weeks was not able to finish an sn.A. card
or a Controlled Reader lesson in one clas-s period, finally was able
to do both. She remarked that she had discdvered that she really
conk!. read faster than she thought she could.

It takes much encouragement from the teacher to convince the
students that they don't actually need to "see" every word to under-
stand most of =what they read. When students first begin using the
Controlled Readers, they are told not to worry about getting -several
answers wrong because they have to have time to get adjusted to
using the machines. Students also are reminded that they have proved
that they can read and find answers to questions in their other read-
ing and that the idea of this new kind of -lesson is for them to learn
to read faster. Most students soon adjust to this novel' way of reading
and come to enjoy being in the laboratory.' Because reading and
listening are closely related, the Listen and Read and Listen and
Write (EDL) tapes are -used- to present new lessons and for practice
on -skills.

The center has many other kinds of equipment which the teach-
ers- use in their classroom. Each desk has an overhead projector
which proves invaluable in presenting new lesSons and reviewing old
lessons. Teicher7made transparencies prove helpful in teaching such
things as letter 'sounds, :syllabication, and using diacritical Marks.
The opaque projector is used .to present the_ student's stories to the
class for group reading. Test papers may be placed on the machine,
and the teacher can point out important ideas to the. class. Tape
recorders are Used by the students to practice, to'liSten to their oral
reading, and to 'improve their speech-patterns.

At the Adult Continuing Education Center in Mattoon,-
a' video tape machine is available, and Many introductory lessons are
taped so that the teacher does not have to repeat instructions to the
continuing stream of new students entering the program. Lessons
also can be taped-to enable students- to Make up lessons they missed
dnring-absenCe&

Teachers in the Manville centefhave._ devised many kinds of
answer sheets to minimize the cost of materials. For thelessons which
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require expensive workbooks, acetate sheets, and grease marking
pencils are used sometimes so that workbooks need not be consumed.

In the final analysis, no matter what kinds of materials are used,
adult students will fail to learn if their needs are not met. The
teacher of adults must treat them as the mature persons they are, He
must accept their morals, overlook their faults, not talk down to
them, and treat them as equals. Adult students are not members of
the captive audience found in the common school. Unless they feel
accepted, they may become dropouts for perhaps the last time.
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Possible Limiting Factors' in Teaching
Adults to Read

WILBUR S. AMES.
Georgia State College

IN THE preliminary research phase of an adult literacy materials de-
velopment project, with which the present writer was associated (4),
both interview and questionnaire studies were conducted with teach-
ers of adult illiterates. In the questionnaire study a stratified, ran-
dom sample of such teachers throughout the country was drawn
through the help of state directors of adult education and admin-
istrators of local literacy programs. Questionnaires were actually sent
to teachers in 97 programs in 39 states. A total of 227 teachers re-
turned the questionnaires, and of these, 201 were usable.

Among many items, the teachers were asked to ident the
number of students in their classes who had been handicapped in
learning to read by certain factors. It was emphasized that some of
the factors might never have been a handicap while others may have
impeded all students.

When the responses were tabulated and the data analyzed, it
was found that four factors had accounted for over 60 percent of the
total number of responses. It is the purpose of this paper to discuss
three of these factors and to suggest possible procedures to present
these handicaps from impeding the progress of adult illiterates in
improving their reading skills.

Use of Substandard English

The factor identified most often by the 01 teachers as hand-
icapping large numbers of adult illiterates in learning to read was
the use of substandard English. An interview study involving 33
teachers of adult illiterates also confirmed that most teachers are
aware and concerned about their students' use of English (4 In
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these interviews, specific examples cited by the teachers dealt withverb tenses and the dropping of word endings.In the -interviews,. as contrasted with the questionnaire re-sponses, the teachers were split on the issue as to whether theirstudents' use of English interfered with learning to read. It is inter-esting to note, however, that although there was some questionamong the teachers interviewed as to the importance of this factor,92 percent of them reported correcting their students in class.Perhaps the solution to this problem appears obvious. If anadult illiterate does use English in inferior ways and the material hewill read is written in standard, correct English, then his Englishshould be corrected and improved so that it comes into line withthe reading material. It would appear that the teachers interviewedhad chosen this course of action.

This writer would like to suggest that this problem and itssolt4ion are not that-obvious. In the first place, a number of linguistssuch as Roger Shuy (5) have conducted studies of urban ghettochildren's language and have concluded that misleading tolabel these children's language usage ias nferior or substandard.Rather, the linguistic systems of such children are di erent in anumber of identifiable ways from that of so-called standard English.Labeling these children's usage as inferior places a value judgmenton it which is not. defensible and which may result in unfortunatenegative teacher attitudes toward youngsters and their language.Since adult illiterates are often the parents of these children, thesame principle would appear to be relevantIn addition (perhaps) to the need to , change one's attitudetowards the language patterns of the adult illiterate, there is anothercourse of action which should be explored. Rather than adjustingthe adult to the materials, perhaps the material should be adjustedto suit the adult learner. In 'other words, the suggestion is that theadult's own language patterns and usage be the basis for the writingof initial *reading material. this 'plan ivotild' necessitate, =as JoanBaratz (I) has pointed oulWith children, the development of "transi-don" material that: would move the adult, Once he had mastered!Leading in the vernacular, to standard English writing.In the absence of ,any - published materials for adults which do
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treat the matter in this way, teachers might well turn to a type of
language experience approach where the adults' own ideas and
thoughts become the initial reading content. The key point, under
this proposal, would be that to begin with, these ideas and thoughts
would be recorded just as the adults express them. This is a step
that many teachers of children who have used a language experience
story have not been willing to take. In these days of probing and
experimenting with v arious approaches to teach adults to read, the
idea would seem: worth pursuing.

Restricted Speaking and Listening es

Another impeding factor considered important by the 201
teachers in the questionnaire study was the restricted speaking and
listening vocabularies of adult illiterates. In the interview study,
97 percent of the teachers also indicated that their students' spoken
vocabulary levels were considerably lower than those of the general
population.

The previous discussion concerning language usage would seem
pertinent here. It may be a gross oversimplification to say that the
adult illiterates' vocabulary level is lower than that of the general
population. If the difference principle with respect to vocabulary
does hold merit, then the. earlier recommendation for: making use
of a language exp_erience approach should receive even more con-
sideration.

In addition to utilizing the vocabulary of the adult student in
the initial stages of reading instruction, It appears that it is time to
consider seriously the whole concept of reading readiness in working
with such students. Brown (3) stated that his research and, experience
had indicated that any successful instruction with adult illiterates
must be based on the development of experiential readiness programs.

In this connection Berke (2) found that adult maturity as in-
dicated by chronological age was no guarantee of reading readiness;
For example, all the students in his study were found to be lacking
in the all-important auditory and visual discrimination skills.

What does one mean by reading.readiness? One important aspect
of a good reading readiness program for children is the developing
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of oral and aural vocabulary so that the children's bac round of
experience and their ability to talk about their experiences are en-
hanced. Providing a variety of experiences and then having children
discuss what they now and what tliey have experienced have been
found to have an effect on their subsequent success in reading in-
struction, and there is no reason why similar procedures would not
bear fruit with adults. This information suggest§ that adult literacy
programs should make use of various audiovisual materials and pro
vide situations in which adults can discuss what they have seen or
heard.

If Btire's finding about the visual and auditory discrimination
skills of his adult students does hold true generally for such groups,
and this writer believes it does, then this traditional aspect of reading
readiness must be included in adult literacy programs. If the adult
illiterate cannot see the difference between two letters or two words
and cannot hear the difference between two sounds, then the acqui-
ition of either a sight vocabulary or phoneme-grapheme relation-

ships is greatly hindered.
The review of available published materials by the staff of the

Missouri Literacy Project revealed that most of the materials were
found to be deficient in providing exercises and instruction in these
regards and thereby requiring teachers to devise their own lessons
and exercises and incorporate them into the materials being used.

The 201 teachers in the questionnaire study felt that many of
their adult students were handicapped in their progress by patterns
of irregular attendance. Indeed, attempts to try out the materials
developed in the Missouri project were hindered greatly by the fre-
quent absence of the students in the experimental classes.

There are often logical explanations for these absences on the
part of adult students. Family responsibilities and problems are often
the reasons for both the irregular attendance and eventual dropouts
from a literacy program.

Certainly, programs must include provisions for staff and re-
6
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sources so that students' absences can be followed up. This statement
does not mean the use ofsome type of truant officer but rather that staff
personnel should be used to determine what the problem is and
whether the program can be adjusted or resources made available to
help with the situation. Certain programs have, for example, found
it necessary to provide child care services in order to enable adult
students to attend class. In other cases, means of transportation have
been provided for students who find it ve difficult to get to where
the classes are being held.

In those first few weeks of instruction in a literacy program, the
adult student may become quite frustrated and may seriously ques-
tion his ability to ever learn the skills being taught. His fears and
anxieties may then lead to finding other reason for not attending
the class regularly. Perhaps the objectives of the program and the
rationale for the materials and procedures have not been made clear
to him and he questions the relevancy of the program but does not
say anything to anyone. If these and other possible reasons are com-
monly behind the frequent absences, then it appears obvious that
pro _ams should provide counseling services for such students.

Of course, it could be that the student has raised legitimate
question about the relevancy of the program. It may be that the
program is not relevant and is not designed to meet his needs. The
solution to his absences and eventual withdrawal from the program
is a change in direction of the program= itself. If those involved in
administering the program or teaching in it never raise these ques-
tions with the students, then no changes will be made, and the adult
student simply turns away from the prom.

Summary

It has been the intent of this paper to discuss various factors
which teachers have considered as handicaps impeding the progress
of the adult illiterate in learning to read. The writer hopes that he
has been able to clarify the issues involved for each of these factors
and to provide suggestions which could be implemented or, at least,
which can stimulate others to make better suggestions.
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Tuk NEA. Adult Education Clearinghouse NAEC and Et c Clear-
in ghouse on Adult Education (Etuc have cosponsored this pre-
sentation on finding and using information in order to help teachers
and administrators become more aware of the rapidly growing body
of experience and tested knowledge in adult education.-In this paper
we have listed all of the sources mentioned in the Multimedia pre-
sentation and some others we think may be useful.

In addition, we hope that this multimedia presentation may
encourage teachers and administrators of reading programs for adult
basic education learners to use the multimedia approach in pre-
senting their own programs. May we add that this presentation has
been automated and is now available. Details may he obtained from
the first author.

Approaches to Info tie

There is more infcrrnation available in adult education than
most of us realize. Let us recommend some actions you can take to
uncover resources in your own school system, community, or state,
for many of your information nee can be met only from these local
sources.

I. Deliberately analyze the work you are do in to determine pre-
cisely what information you need to do it 1- is is likely to
be a sobering exercise, for most of us must often take action on
the basis of very imperfect information. It is also likely to turn
your mind to ways of nding information which common sense
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suggests Is available somewhere or could be, if reasonable action
were taken. None of us should complacently accept working onguess and speculation when something can be done about itLocate information resources in your own school system and in
your community or region. Your colleagues, your supei-visor, evenyour predecessor, are good sources of advice and help on prac-tical problems. Clergymen, vocational educators, social workers,and other. in your community may have long experience andgreat rapport with the groups you meet in your basic educationclasses. Materials may be found in your staff library or materialscenter of your own agency, or in the Title III resource centerserving your area, or from yo_ ur state department of education.If you find no help available in these sources, may it be becauseyou have not actively made your needs known?

Be alert to training opportunities and chances to meet with yourcolleagues at meetings sponsored by local or state educationaland adult education groups or at national meetings of NAPSAE orthe Azit Commission on Basic Education. Are you: eligible toattend one of the USOE funded summer Training Institutes, spon-sored by colleges and universities in each region of the country?Do you now the basic education curriculum specialists and re-source persons available in these colleges and universities?4. Scan regularly some of the newsletters and periodicals whichbring practical information on ABE to you Some of these arelisted in this guide.

National Inforniation Systems
the nation's attention has turned to improving the educa-tional system and to recognition of adult education as the "curativesolution" to many social problems, research reports, descriptions ofmethods and of exemplary programs, and other publications havemultiplied. New information services are developing to ensure thatthe experience and tested knowledge in these publications actuallyget through to the teachers and administrators who do the realeducational work. Here are brief introductions to three of these newservices which we think can be most useful to adult basic educators.

The Rum (Educational Resources Information Center system, es-tablished by the United States Office of Education in. cooperation
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with 18 universities and professional associations, is intended zo
acquire, abstract, and index significant educational literature, to
encourage the production of basic literature guides and state of
the art reports, and to facilitate the development of other informa-
tion services in many parts of American education.
The ERIC Clearinghouse on Adult Education (El= AE , operated
by Syracuse University, provides these services in the field of adult
education. One service which we cannot provide at ERIC/AE, how-
ever, is search and reference service tailored to individual needs.
That is why we have made many, special arrangements with the
SEA. Adult Education Clearinghouse so that its staff can make
maximum use of ERIC resources in providing such service to you.

NAEC The NEA Adult Education Clearinghouse is specifically intended
to provide services to teachers and administrators in adult basic
and secondary education. Working in cooperation with ERIC/AE,
NAEC has special access to ERIC materials and supplements these by
collecting many other types of information (case histories, audio-
visual aids, and names of resources specialists) which are directly
useful in ADE programs. NAEC provides a newsletter, operates an
exchange of free or inexpensive publications, and is particularly
well equipped to answer informatioit requests from the field.

SRIS A third new national information service is the School Research
Information Service (spas), an agency of Phi Delta Kappa, Inter-
national, Eighth and Union Streets, Bloomington, Indiana 47401.
SRIS is devoted to the dissemination of reports of research and in-
novative practices developed by professional educators, as well as
school systems, institutions of higher education, school study
councils, and individual practitioners. Phi Delta Kappa now pub-
lishes the sills Quarterly. SRIS, too, works in cooperation with the
ERIC system, providing appropriate documents to the ERIC Clear-
inghouses and supplementing ERIC coverage by its emphasis on
reports of innovative- practice in, the school systems. SRIS is pre-
pared to make subject searches of its files in response to requests
and to provide microfiche and hard copy reproductions of its
documents.

Some Other Informalion Sources
Adult Education Association of =the U.S.A., l22 19th Street, sh-

ington, D.C. 20036
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AEA publishes Adult Leadership, Adult Education and many special
guides useful in all parts of adult education. It conducts special
projects; holds state and national meetings, and includes many spe-
cial interest sections.

American Association for University Women, Research Information Ser-
vice, 2401 Virginia Avenue, N.W., Washington, D.C. 20007
Abstracts and classifies relevant writing in women's education, pub-
lished since 1950. Publishes Women's Education.

Social Security Administration, 414 1 It Street, N.W, Washington, D.C.
Makes available a number of excellent films and other materials
suitable for adult education classes.

S tence Information Exchange, Smithsonian Institute, Madison National
Bank Building, Suite 300, 1730 M Street N.W., Washington, D.C.
20086

Aerates a computer-aided research in progress information system.
Latibach Literacy, 1011 Harrison Street, Syracuse, New York

Operates extensive literacy programs, publishes a newsletter and alarge array of literacy instructional materials in the United States
and abroad.

DATRIX, University Mi ofi lms, North Zeeb Road, Ann Arbor, Michigan 48106
For a small fee, provides corn !ter search of a file of 126,000
dissertations for subjects of interest to the inquirer. University Mi-.crofilms also publishes Dissertation Abstracts, files of which are avail-
able in most large libraries.

USOE, Division of Adult Education Programs. Washington,
This division funds state ABE and community education prograniV
teacher training institutes, and research and development projects
related to these needs.

Office of Economic Opportunity, Washington, D.C. 20506
Funds a wide range of programs for rehabilitation of poor people,
most of them containing important elements of adult education.
Publishes a weekly new summary. Many useful materials have been
produced, for example, programed instructional materials in the
Job Corps.

Books for the People Fund, Pan American Union, Constitution Avenue,
N.W., Washington, D.C.
Excellent.source of i



Useful Periodicals and News le
Education Index, available in libraries.

Indexes a wide range of educational periodicals including Adult
Leadership and Adult Education.

Research in Education, Government Printing. Office, Washington, D.
20402. $11.00 per year
This is the ERIC monthly guide to current literature in education.
Adult education literature is thoroughly covered including adult
basic education. Abstracts for all documents, many of which can be
obtained inexpensively from the ERIC Document Reproduction Ser-
vice. Includes a wealth of practical literature for -the teacher and
administrator as well as research reports.

Adult Leadership, 1225 19th Street, N.W., Washington, D.C. 20036. $7.50.
Relatively brief, topical articles on wide range of adult education
topics. Included in AEA membership.

Adult Education, 1225 19th Street, N. Washington, D.C. 20036. $7.50.
Quarterly journal of research and theory. Included in Type II AEA
membership.

Techniques for Teaahers of Adults. Published by. NAFSAE, 1201 Sixteenth
Street, N.W., Washington, D.C, 20036. $3 00 per year
A four-page monthly newsletter issued eight times a year Nontech-
nical, inservice tool for teachers and administrators.

Holt Adult Education Newsletter. Published at irregular intervals by
Holt, Rinehart and Winston, 383 Madison Avenue, New York, New
York 10017. Free.
Devoted to significant developments,
anent legislation in adult education.

Newsletter, Laubach Literacy, P.O. l ox 131, Syracuse, Ne
Free.

Swap Shop or Administrators. Published= by the NAPSAL 1201
Street, N.W., Washington, D.C, 20036. $3.001per year.
A four-page newsletter issued six times a year, devoted to recent de-

_

velopments in specific areas.
UNESCO Chronicle, UNESCO House, Place de Fonteno, Paris 7e,

$: &00.

Contains frequent brief articles on urgEsco literacy and fundamental
education prograins, notices of reports on= these topics, and notes on
international meetin

3- 1

new publications, a

York 1

Sixteenth
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Abstracts of es arch and. Related Materials on Vocational and Tech-
nical Education (mew), and Abstracts of Instructional Materials on
Vocational and Technical Education (Aim). Quarterly publications
of the ERIC Clearinghouse on Vocational and Technical Education,
Ohio State University, 980 Kinnear Road, Columbus, Ohio 43212.
Subscription to each publication is $9.00 per year, or $2 50 for a
single copy.

Technical Assistance Bulletin. Educational Systems Corporation, 1717
Massachusett3 Avenue, N.W Washington, D C. 20036. Monthly.
Free.
Exchange of infoimation and ideas on consumer education and
oilier interests in migrant farm worker programs.

Some Publications Useful in Adult Basic Education
Listed are reports which you may find useful. Many of these can

be obtained from the agencies or publishers which produced them
or from your library. Those with ED numbers may be ordered from
the ERIC Docilment Reproduction Service (EDas), National Cash Reg-
ister Company, 4936 Fairmont Avenue, Bethesda, Maryland 20014.

EDas price mv-$0.50 nc -$3 52 indicates that the relevant doc-
ument may loq obtained from EDRS in microfiche for 50 cents,
or for $3.52 in printed out hard copy c

A microfiche is a sheet of 4"x 6" film containing microimages o
the pages of the documentas many as sixty pages of document-per
ficheand costs just 25 cents from Em .s.: In order to read microfiche
one must have access to a microfiche reader. Hard copy prints consist
of black and white 6' 8" pages, bound in soft covers, and available
at 4 cents per page.
ADULT ASIC EDUCATION, Current Information Sources. ERIC Clearinghouse

on Adult Education, Syracuse, New York. November 1967. 21 pages.
Elms order number: ED 014 024. Microfiche, $0.25; hard copy, $0.92.

ADULT. ASI C EDUCATION, Current Information Sources, Number 18. ERIC
Clearinghouse on Adult Education, Syracuse. New York. May 1968.
44 pages EDP order number: En 018 745. Microfiche, $0.25; hard
copy, $1.84.
Annotated bibliography on adult basic education. Included are pro-

descriptions; materials guides, and tests; research reviews and
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general studies; teacher training. Documents are dated from 1965-
1968.

THE ADMINISTRATION OF ADULT BAISC EDUCATION, A MANUAL. OP TRAINING
MATERIALS. National Association for Public School Adult Education,
Washington, D.C. June 1967_ 4 pages. ED Rs order number: En 012
421. Microfiche, $0.25; hard copy, $1.80.
Training materials developed for the 1967 summer institute for ad-
ministrators of adult basic education programs.

EVALUATION OF THE EOA BASIC EDUCATION PROGRAM, 1965-1966. Oakland
Public Schools, California. 1966. 47 pages. EDRS order number: ED 012
856. Microfiche, $0 25, hard copy, $1.96.
An evaluation of classes in basic education and English for fore
speaking persons funded by the Economic Opportunity Act.

AtATERIAts FOR ADULT 13A SIC EDUCATIONAN ANNOTATED BIBLIOGRAPHY.
8U1111/Iers, Edward G., Indiana University, Bloomington. 1967. 27
pages. EDRS order number: ED 011 489. Microfiche, $0.2 ; hard copy.
$1.08.
References to materials useful to teachers and administra tors in d
veloping specialized programs for ABE and literacy.

MATERIALS FOR THE ADULT BAIL EDUCATION ADMINISTRATOR AND TEACHER,
BIBLIOGRAPHY. National 'University Extension Association, Washing-
ton, D.C. June 1967. 54 pages. EDRS order number: ED 012 425. Micro-
fiche, $0.25; hard copy, $2.24.
Psychological studies. Bibliography on programed learning and ed-
ucational technology of materials suitable for use by administrators
and teachers of adult basic programs.

A REVISED ANNOTATED BIBLIOGRAPHY Or INSTRUCTIONAL LITERACY MATERIAL
FOR ADULT BASIC EDUCATION. Smith, Edwin H., and others. Florida
State Department of Education. June 1966. 51 pages. EnRs order
number: ED 010 858. Microfiche, $0.25; hard copy, $2.12.
Annotated bibliography of literacy and basic education materials
divided into introductory, elementary, and intermediate levels.

PERSONAL AND FAMILY DEVELOPMENT IN ADULT. BASIC EDUCATION, CURRIC-
ULUM GUIDES AND RESOURCE UNITS (preliminary drafty. National Uni-
versity Extension Association, Washington, D. C. June 1967. 154
pages. End order number: ED 014 013. Microfiche, 0.75; hard copy,
$6.24.
CurriculuM--guick for 'adult 'bask education teachers, counselor%
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ministrators. and teacher-train
and resource persons.

ADULT BASIC EDUCATION, A GUIDE FOR TEACHERS (1967 revision). Wheeler,
Hubert. Missouri State Board of Education. Publication 134-G. 1967.
149 pages. EDRS order number ED 013 403. Microfiche, $0 75; hard
copy, $6.04.
An information guide for st ng teaching objectives,
methods, and materials.

MATERIALS FOR T'E ADULT BASIC EDUCATION STUDENT, A BIBLIOGRAPHY. Na-
tional University Extension Association, Washington, D.C. May
1957. 157 pages. EDRS order number: ED 012 426. Microfiche, $0 75.
hard copy, $5.56.
An annotated bibliography of materials designed to assist adults in
applying their reading, writing, and computational skills to adult
life; for use in adOlt basic education classes at the elementary school
level.

BASIC EDUCATION TEACHERS, SEVEN NEEDED QUALITIES. Stanislaus County
Multi-Occupational Adult Training Project, Teacher Characteris-
tics, Report 4.1. Pearce, Frank C., Modesto junior College, Modesto,
California. September 1966. 16 pages EDRS order number: ED 010 677.
Microfiche, $0.25; hard copy, $0.72.
A report on a study of teacher characteristics based on opinions of
trainees, teachers, and administrators in basic education.

ADULT BASIC EDUCATION NATIONAL TEACHER-TRAINER INSTITUTE, July 10 -28,
1967. Fitzgerald, Hunter. University of California. Los Angeles. 1967.
63 pages. EDRS order number: ED 012 878. Microfiche, $0.75, hard
copy, $2 60. Report of the 1967 Western Region Teacher Training
Institute to provide training for administrators and teachers of ABE
programs.

DY OF STUDENTS WHO DISCONTINUED A NDANCE IN. TIlE ESEA III
ADULT BASIC EDUCATION PROGRAM. Moss, Doris and: Richardson,
Robert, New York City Board of Education, Brooklyn, New York.
one 1967, 38 pages.

RESOURCES FOR ADULT EDUCATION

annotated lists of materials

Data were gathered by interview or school files on 306 persons who
discontinued attendance in the riclult basic education courses pro-
vided by public schools in the Ern X, Manhattan, Brooklyn, and

ucens.
A STUDY OF NIGHT SCHOOL DROPOUTS, A SCHEDULE 10 PROJECT. Alan,

arka, and Wright, MN. Toronto Board of education, Ontario



search Department, March 1968. :111.. pages. ED RS
=
order num

018 769. Microfiche, $0.50; hard copy, $4 52.
A study of night school stayins and dropouts used a randomly se-
lected sample of 240 stayins and 243 dropouts from the Metropolitan
Toronto Board of Education evening classes.

A PROPOSED PROGRAM FOR A CURRICULUM DEVELOPMENT LABORATORY FOR
UNEMPLOYED OUT-OF-SCHOOL YOUTH, 16 TO 21 YEARS OF AGE. New
York. State Education Department. 1966. 112 pages. Ems order num-
ber: ED 012.854 Microfiche, $0.50; hard copy. $4A8
This program for out-of-school youth would relate work and study
and provide on-the-job training with the ultimate goals of placing
participants in suitable vocations and assisting their return to formal
education leading to a high school diploma:

ADULT BASIC EDUCATION. Knox, Alan B. Teachers College. Columbia Um
versity. November 1967. 60 pages. Ems order number: En 015 392.

fiMicroche, $0:50; hard copy. 2.40.
This report contains abstracts of research reports and evaluation
studies related to adult basic education conducted in the United
States and Canada. The majority of the reports were dated 1965,
1966, or 1967. many being related to federal funds either directly
or indirectly. _ .

A REVISED ANNOTATED RIULIOGR.AFHY.. OF INSTRUCTION LITERACY MATERIAL
FOR ADULT BASIC EDUCATION. mith, Edwin H. and others. Florida
State Department of Education. Adult Education Section. June
1966. 53 pages. EDRS order number: ED 010 .858. Microfiche $0.25.
hard copy, $2.12.
In this annotated bibliography, instructional materials considered
appropriate for beginning readers, disadvantaged youth, adults only,
adolescents only, for foreign-born students, are designated.

STANDARD TERMINOLOGY FOR INSTRUCTION IN LOCAL AND STATE LEVEL
SCHOOL SYSTEMS, AN ANALYSIS OF INSTRUCTIONAL CONTENT, RESOURCES
AND PROCESSES. Putnam John F. and Chismore Dale W. Office of
Education, Washington, D.C. May 1967. 697 pages. MRS order num-
ber: ED 012 822. Microfiche, $2.75; hard copy, $27.96.
This handbook, a guide in keeping records and making reports
about curriculum and instruction, classifies and defines specific
items of information about administration, content, resources, pro-
cess of instruction, and related terminolo

CONTINUING: EDUCATION FILM SURVEY, A NATIONAL SURVEY OF 16mm rn-ms
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PREPARED FOR. THE 1968 NYAPSAE ANNUAL CONFERENCE. Campbell,
Boyd P. and Williams, Harold A. New York Public School Adult
Education. 1968. 28 pages.
A selective, annotated list of 162 16mm films developed or found
useful in recent years for administration, public relations, and inter-
pretation of adult education, for inservice training of teachers of
adults, and as adult education curriculum aids.

PUBLIC SCHOOL ADULT EDUCATION. Current Information Sources, Number
9. ERIC Clearinghouse on Adult Education, Syracuse, N.Y., National
Association for Public School Adult Education, Washington, D.C.
January 1968. 16 pages. EDRS order number: ED 016 154. Microfiche,
$0.25; hard copy $0.72.

PUBLIC SCHOOL ADULT EDUCATION. Current Information Sources, Number
19. ERIC Clearinghouse on Adult Education. National Association for
Public School Adult Education. August 1968. 21 pages.
Annotated bibliographies of documents concerned with training
and retraining of adults and out-of-school youth in the area of adult
basic and secondary education. Documents mostly dated 1965-1968.

ADULT BASIC EDUCATION, A GUIDE FOR TEACHERS (1967 revision). Wheeler,
Hubert. Missouri State Board of Education. Publication-134-G. 1967.
151 pages. EDRS order number: ED 013 403. Microfiche, $0.75; hard
copy, $6.04.
Detailed teaching objectives, methods, and materials compiled for
teachers of adult basic education. List of achievement, diagnostic
reading readiness, aptitude, and interest tests are included.

PERSONALITY FACTORS WHICH MAY INTERFERE WITH THE LEARNING OF ADULT
BASIC EDUCATION STUDENTS. Hand, S. E. and Puder, William H.
Florida State University at Tallahassee. 29 pages. EDRS order num-

r: En 016 161. Microfiche, $0.25; hard copy, $1.24.
The literature in several areas of psychological research was sur-veyed to better understand the learning Characteristics of culturally
disadvanta.ged adults.

Some Eric Products Available from the Superintendent
of Documents, U.S. Government Printing Office,

Washington, 20402
IN EDUCATION, ANNUAL INDEX 1967, REPORT RESUME INDEX. 3.25

EDUCATION, ANNUAL INDEX 1967, PROJECT RESUME INDEX. 1.50



COR ,IC IT AND DE CR 337

Cumulative indexes for the research reports and projects announced
in the monthly issues of R.I.E. from November 1966 to December
1967, intended primarily as companion volumes to the individual
issues of Research in Education. These indexes provide only biblio-
graphic citation and order numbers. 200 word resumes for each doc-
ument, can be located under the order number in the monthly issues
of Research in Education. Volumes contain indexes by subject, in-
vestigator, and institution.

PACESETTERS IN INNOVATION, FISCAL YEAR 1966 OE-20103) $2.50.
PACESETTERS IN INNOVATION, FISCAL YEAR 1967 (oE-20103-67) $2.50

Resumes of projects to advance creativity in education, Title III,
supplementary. These volumes contain resumes and indexes of Proj-
ects to Advance Creativity in. Education (PACE) funded under Title
III, Supplementary Centers and Services, of the Elementary. and
Secondary Education Act of 1965.

ERIC CATALOG OF SELECTED DOCUMENTS ON DISADVANTAGED, NUMB R. &
AUTHOR INDEX (0E-37001) $.65

ERIC CATALOG OF SELECTED DOCUMENTS ON THE DISADVANTAGED, SUBJECT IN-
DEX 0E-37002) $3.00
Collection of 1,740 documents dealing with the special education
needs of the disadvantaged. The number and author index contains
a sequential listing of each document by document number and an
alphabetical listing of personal authors. The companion volume
contains a word list compiled from the index terms used to index
the 1,740 documents.

A I OMPARATIVE ANALYSIS OF PROBLEMS IN TEACHING ADULTS AS REPORTED
EY TEACHERS OF ADULTS AND DIRECTORS OF ADULT EDUCATION IN PUBLIC
SCHOOL REIMBURSED HOME ECONOMICS PROGRAMS IN NEW YORK STATE
DURING THE PERIOD 1960-1962, Ferrante, Louise Ann. 1962. 154 pages
(M.S. thesis). Document is available from Cornell University, Ithaca,
New York.
An investigation was made of problems and personal needs in New
York State reimbursed programs of public school adult education in
home economics as seen by teachers = and by adult education direc-
tors, of program and teacher characteristics, and of differences in
assessments by teachers under differing types of certification. nes-
tionnaire responses were obtained from 315 teachers = and 216
rectors.

FACTORS RELATED TO THE EFFECTIVENESS OF. TEACHERS OF SHORT-TERM ADULT
VOCATIONAL COURSES. Jones, Charles 1. Florida State University at
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Tallahassee, 1967. 179 pages. Available from University Microfilms,Ann Arbor, Michigan 48106. Order number: 6741161. Microfilm,$3.00.
The correlation between selected characteristics of teachers of short-
term vocational courses and changes in the behavior of the partic-ipants was studied. Three courses in which both verbal and manualskills were taught provided information on 44 teachers and 519adult students. Student verbal gain, manual gain, satisfaction, andpersistence were measured and correlations obtained with teachers'
demographic characteristics and teaching styles for each course sep-arately and for all courses combined.

STYLE OF ADULT LEADERSHIP AND PERSONAL CHARACTERISTICS DESIRED IN AN
ADULT TEACHER BY LOW soctoEcoszositte RURAL. YOUTH. Apps, Jerold
W. University of Wisconsin at Madison, 1967. 221 pages_ Available
from University Microfilms, Ann Arbor, Michigan 48106. Ordernumber: 67-4933. Microfilm, $3.00.
The purpose of this study was to determine factors related to the-
recruitment and training of volunteer adult leadership for work with
lower socioeconomic rural youth in university extension youth pro-grams.

VOLUNTEERS FOR LEARNING, A STUDY OF THE EDUCATION PURSUITS OF AMER-
ICAN ADULTS, Johnstone, John W. and Rivera, Ramon J. Availablefrom Aldine Publishing Company, Chicago, Illinois. 1965. $12.50.
The needs, motives, and satisfactions which impel adults to con-

nue their education are investigated in this national sample survey,which examines the extent and nature of adult participation in con-
tinuing education in the United States.

BA .= ADULT EDUCATION ENGLISH AND CITIZENSHIP FOR FOREIGN BORN. Kelley,Douglas. New Jersey State Department of Education. Bureau ofAdult Education. September 1964. 12 pages.
An annotated bibliography of materials suitable for use in adultbasic education.

u.s. CENSUS OF POPULATION. 1960, General Social and Economic Charac-
teristics, Final Report. rem, Bureau of the Census, United StatesDepartment of Commerce, Washington, D.C.
Y OF STUDENT WITHDRAWALS FROM WEST VIRGINIA SECONDARY SCHOOLS.1962-1963 West Virginia State Department of Education.

FEDERALLY FUNDED ADULT BASIC` EDUCATION PROGRAM, Xerox Corporatio
New York, New York, June 1967.
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INTEREST IN 'TRAINING: NORTH CAROLINA TRAINING NEEDS mu, Number L

Marsh, C. Paul, and Brown, Minnie Alf, North Carolina Apiculturai

Extension Service, Raleigh, Miscellaneous Extension Publication,

No 5, August 1965k

LOOKING AHEAD TO A CAREER, Bureau of Labor Statistics, United States

Department of Labor, Washington, D,C, 1968,

SOCIAL AND MUMMA CHARACTERISTICS OF MIGRANT AND EX-MIGRANT

WORKERS, Cooperative Research Project No. 005, University of

New Mexico at Albuquerque, 1965.

ATTITUDE CHANGES AMONG LITERACY TEACHERS COINCIDENT WITH TRAINING

AND EXPERIENCE, Johnson, Raymond Li Cortright, Richard W, and

Cooper, Jessie V. Adult Education, 18, 1968, 71.80*

The effects of a short-term training course in changing the attitudes

of teachers toward illiterate adults was evaluated by administering

an attitude, survey at three different times,


